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This dissertation explored the retention of career change Library Science students in an 
online, professional master’s program. This study specifically examined retention through 
student motivations for career change, levels of self-regulation, and the deemed usefulness of 
Student Affairs services. This work explored Library Science career change, adult learner 
students as well as adding to the insufficient literature on retention of master’s students in an 
online program. Key informant interviews, content analysis, and student surveys were used in a 
qualitative, case study. It was found that participants most utilized personalized communications 
such as emails and appointments followed by on-demand content, such as websites and recorded 
workshops. Other important factors for adult learner career change student success were 
community connections and alumni involvement. It is the determination of the researcher that 
these findings are generalizable to career changer adult learners enrolled in other, synchronous, 
online, professional masters’ degree programs.  
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CHAPTER 1: INTRODUCTION 
Introduction 
As soon as I began advising graduate students, I knew this was where I wanted to focus 
my dissertation. For the past 3 years I have been an academic advisor at the University of Illinois 
Urbana-Champaign (UIUC). In January 2019, I started advising graduate students in the 
MS/Library and Information Science program at the School of Information Sciences. Before 
advising graduate students, I advised undeclared freshmen and sophomores at UIUC with the 
Division of General Studies. Coming from the abundance of research on any and every aspect of 
undergraduate study, I was shocked to find the lack of research in those same areas for graduate 
students. 
This research is important to me because I work with adult learners in our online master’s 
program each day. As one of two academic advisors for the master’s program of Library and 
Information Science at the University of Illinois Urbana-Champaign, I strive to help these 
learners by answering their questions and serving their educational needs. No matter whether a 
student is registering for their first semester, experiencing a hardship 20 credit hours into their 
program, or celebrating their success during Commencement Weekend, I want to do all I can to 
aid them in completing their degree. By better understanding the theories, concepts, and critiques 
of adult learners in online master’s programs, I, along with other professionals, can serve them 
better. 
For my research, I feel it is especially important to focus on career changers. As an 
advisor I see many new students start the program because a library’s after-school program has 
helped their own children, or because they themselves were impacted by a librarian when they 
were younger. I also see many career changers who enter the program just looking for something 
new and take the risk of quitting their full-time job to pursue this different career path. 
Sometimes this risk works out and the student is successful because of a supportive spouse or a 
graduate assistantship to aid in funding the program. However, after their first or second 
semester, many students simply stop enrolling without informing us, or they inform us that they 
are discontinuing their degree. They may leave due to financial reasons or because of sole 
responsibility to care for a child or aging parent. The reasons why students stay and why they 
leave are varied. I would like to learn more about what internal and external factors impact a 
career changer’s ability to succeed in an online professional master’s degree. What services are 
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being offered or need to be offered to help them progress through their program? What motivates 
career changers to return to education and to graduate? I intend for this work to go beyond the 
programs in this study and be applicable to other online professional master’s programs as well. 
Today, in a time of a global pandemic from the 2019 novel coronavirus, or COVID-19, 
the world is changing daily. According to the 2017-2018 American Time Use Survey, 25% of 
full-time employees occasionally worked from home (U.S. Bureau of Labor Statistics, 2019). As 
of March 2020, when the virus was officially declared a pandemic, many states in America 
issued stay-at-home orders giving rise to many in the workforce working from home full-time. 
Due to this pandemic, it is estimated that by the end of 2021 “25-30% of the workforce will be 
working-from-home multiple days a week” (Global Workplace Analytics, n.d.). However, not all 
employees were able to work from home. According to the Los Angeles Times, the 
unemployment rate reached 14.7% in April 2020 in the United States. 
Andrew Norton of the Australian National University predicts that "the COVID-19 
recession will at least temporarily reverse recent negative trends in the domestic postgraduate 
market" (2020, para. 11). He notes that those who return to school in a postgraduate program 
now have a lower opportunity cost, meaning due to fewer jobs, they will be missing out on fewer 
employment opportunities (Norton, 2020). Norton believes that people will enroll in 
postgraduate programs to “wait out the recession” (Norton, 2020). 
During the time of COVID-19, as with past economic downturns, it is expected that post 
baccalaureate enrollment numbers will rise (Lurie, n.d.). Of these potentially increasing 
enrollers, are they career changers? If so, how are online professional master’s programs 
supporting these students throughout their enrollment? Does a career changer need different 
accommodations or support as compared with other adult learners or with students who are 
entering the online master’s program straight from undergrad? 
The literature review for this study is a broad review of main theories, frameworks, 
concepts, critiques, and gaps when it comes to retention and adult learning in online master's 
programs. The review of literature will continue as more focus is placed on the motivations of 
career changers. Furthermore, the research conducted in this dissertation will serve to promote 
better understanding of why students career change into the Library and Information Science 





 With the demand for librarians on the rise (Pearson et al., 2017; U.S. Bureau of Labor 
Statistics, n.d.), it will be important to ensure the retention of these students while they are in 
their respective programs. Current literature addresses only the motivations for students pursuing 
a career change into Library and Information Science; it does not address the gap in 
understanding the needs they face while enrolled in a MS/Library and Information Science 
(MS/LIS) professional online program. By obtaining an MS/LIS degree, these students are 
certified to become professional librarians in settings such as public or academic libraries. 
Without this degree, they are only qualified to obtain a paraprofessional librarianship position. 
Knowing the needs of these students as they enter our programs will help them be successful as 
they work to achieve this degree. Understanding student needs and how Student Affairs 
professionals meet or fail to meet these needs is imperative to the success of our students. If their 
needs are being met with current offerings by Student Affairs services, it will be important to 
share these findings. If their needs are not being met, it is important to note that too and to 
discover what needs still exist. Either way, the results of this study will impact the services 
offered by Student Affairs professionals as they work to train up-and-coming librarians.  
Research Questions 
Primary Question 
What Student Affairs services influence the retention of adult learners, specifically career 
changers, in online Library and Information Science master’s programs? 
Secondary Questions 
• What are the needs of enrolled career changers, specifically, in an online Library and 
Information Science professional master’s program? 
• In what ways does a student’s level of self-regulation impact their use and need of 
Student Affairs services to be successful in an online, professional master’s program? 
• What retention strategies are offered by Student Affairs personnel for adult learners in 
online Library and Information Science professional master's programs?  
• What strategies or services from Student Affairs personnel are still needed to increase the 





The goal of this dissertation is to understand the literature on adult learners, retention of 
adult learners in online master's programs, and Library and Information Science (LIS) career 
changers. Through this investigation, a gap has appeared regarding specific retention strategies 
and needs of online Library and Information Science career change students. It is hypothesized 
that online MS/LIS students who are changing career fields will need and utilize more Student 
Affairs services based on their amount of self-regulation. Specifically, the more self-regulated a 
career change LIS student is, the more they will use and need student services such as academic 
advising, workshops, and career services. 
Theory Overview 
Bandura’s (1986) Social Cognitive Theory of Self-Regulation will be used as a 
framework for this study. Additionally, the Typology of Career Changers (Thomas, 1980), 
derived from the Systematic Typology of Work-History Motivational Patterns (Murray et al., 
1971) will also be used in synchronization with self-regulation to form a substantive theory that 
combines self-regulation and the Typology of Career Changers. Bandura states that those with 
increased self-regulation and therefore greater self-efficacy can see themselves completing a goal 
and are thus more likely to complete the goal (1986). Aligning the level of self-regulation a 
person has with their placement on the typology graph might then be used to predict the amount 
of Student Affairs services that a student might need or use while enrolled in an online 
professional master’s program.  
Methods and Rationale Summary 
Approaching this research project from the epistemology of constructivism, the 
phenomenology theoretical perspective, and a qualitative methodology, this study will use three 
qualitative methods that together build an inductive case study. Content analysis, staff 
interviews, and student surveys will be used to discover the best retention strategies for career 
change Library and Information Science students as they progress through their online 
professional master’s programs to become career change Library and Information Science 
professionals. In parallel with the LIS program, staff, content, and students in the MS/Human 




This dissertation implements an exploratory, qualitative case study. The case includes the 
MS/Library and Information Science program and the MS/Human Resources program from the 
same R1, Midwest public university. The case under investigation used content analysis of the 
available Student Affairs services as listed on the program websites. Next, the research was 
furthered using staff interviews with administrators, advisors, career services, and admissions 
personnel from both programs. Lastly, information acquired from the content analysis and staff 
interviews was used to populate a survey distributed to career change students in the online 
MS/LIS and MS/HR programs. This survey collected data on students’ motivations for their 
career change, level of self-regulation, and experiences with available and desired Student 




CHAPTER 2: LITERATURE REVIEW 
ADULT LEARNING, GRADUATE STUDENT RETENTION, AND CAREER CHANGE 
LIBRARY AND INFORMATION SCIENCE PROFESSIONALS 
Definitions 
Some of the keywords in this literature review tend to be used interchangeably. However, 
for this dissertation, the specific definitions below will hold throughout the paper unless an 
author notes a specific definition for their work. Not all words may be used regularly, but it is 
important that readers have a clear understanding of each term. 
Adult education/Continuing education 
Adults (students over the age of 24) who enroll in classes, but do not intend to earn a degree or 
certificate (adapted from Cicchino, 2016). 
Adult learning 
The art and science of helping adults (students over the age of 24) learn in a formal educational 
setting (adapted from Knowles, 1975; Cicchino, 2016). 
Attrition 
“[D]iminution in numbers of students resulting from lower student retention” (Hagedorn, 2006, 
p. 6). 
Career changers 
“[A]dults changing from one occupational group to another with the resultant need to acquire 
new skills and knowledge” (McMahon, Watson, & Zietsman, 2018, para. 3) 
Drop-out 
“[A]nyone who leaves college prior to graduation” (Hagedron, 2006, p. 6) and who does not re-
enroll at any institution at any given time thereafter. 
Full-time student/enrollment 
A student who maintains full-time enrollment status according to institutional standards, and 
who completes their degree without a break in enrollment. 
Graduation rate 
"[A] measure of ultimate success" (Haydarov et al., 2013, p. 446) no matter enrollment status or 
consistency of enrollment each term. 
Lifelong education 
Not confined to one age range of education but spans from birth to death via informal and formal 




Any student that is not 18-24 years old while working towards a bachelor’s degree full-time. 
Part-time student/enrollment 
A student who does not maintain full-time enrollment according to institutional standards, and 
who may or may not have completed their degree with continuous enrollment. 
Persistence 
Student enrollment in the current term and consecutive re-enrollment in the next term (adapted 
from Haydarov et al., 2013). 
Postbaccalaureate education 
Any formal, degree-granting educational program beyond the attainment of a bachelor's degree. 
Post-secondary education 
Any education beyond high school; in a formal educational setting such as certificate/degree-
seeking programs. 
Retention 
Students who persist in their educational program at an institution. For non-four-year institutions, 
these are the students who are degree/certificate-seeking students from the previous semester 
who either re-enrolled or completed their program by the current term (adapted from IPEDS 
2019-20 Data Collection System, n.d.). 
Stop-out 
The action a student takes when they leave for one or more semesters consecutively or non-
consecutively before graduation (adapted from Haydarov et al., 2013). 
(Graduate) Student Affairs services 
Administrative units responsible for enhancing the learning environment for graduate students 
(Pruitt-Logan & Isaac, 1995). These enhancements come from aiding graduate students with 
housing, health and counseling services, childcare, orientation programming, and more. Student 
Affairs departments may be made up of academic advisors, career advisors/counselors, and a 
variety of other personnel to help graduate students through their programs of study (adapted 
from Nuss, 2003).  
Withdrawal 
A student who stops out for any given time, but not permanently. This student may then re-enroll 
at the institution of withdrawal or another institution. 
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Adult Learning and Retention in Online Master’s Program  
Lindeman (1926) was an early pioneer in adult education who brought ideas specific to 
teaching adults to the United States from Europe, pre-World War I. As the concepts and theories 
have developed, andragogy has emerged as an accepted term for the teaching of adults, generally 
those over 24 years old (Knowles, 1978). It was coined in order to distinguish adult learning 
from pedagogy, the teaching of children, because “adult education required special teachers, 
special methods, and a special philosophy” (Knowles, 1978, p. 19). In 1921, Rosenstock states 
that “it is not enough to translate the insights of education theory [or pedagogy] to the situation 
of adults…the teachers should be professionals who could cooperate with the pupils; only such 
as teachers can be, in contrast to a ‘pedagogue,’ an ‘andragogue.’” (Rosenstock, 1921 in 
Knowles, 1978, p. 16) 
According to the National Center for Educational Statistics (NCES), approximately 3 
million students enrolled in postbaccalaureate education for the fall 2018 semester (NCES, 
2020). Looking ahead, the NCES is projecting another 3% increase to 3.1 million 
postbaccalaureate students in 2029 (NCES, 2020). Of these 3 million current students, 
approximately 2.28 million, or 72.7%, are 25 years or older (NCES, 2017). That 72.7% falls into 
the category of adult learners by age. More specifically, 30% of the 3 million students enrolled in 
postbaccalaureate degree programs in 2018 were enrolled in exclusively distance education 
programs (NCES, n.d.). 
As this literature review investigates adult learning experiences and factors involved in 
online retention in master’s programs, the aim is to forge a better understanding of the overlap 
between these two fields and what stands to be gained by their intersection. This overlap is very 
important as a majority of the current postbaccalaureate student enrollment are adult learners 
whose needs are different than those learners younger than 25 years old who are pursuing 
undergraduate programs online. Additionally, with the potential rise in online enrollments due to 
unemployment and work-from-home, it will be imperative that this gap is understood to best 
serve this new wave of enrollees and potential career changers. Lastly, student retention is very 
important to universities. Haydarov et al. (2013) note that "the perceived success of colleges and 
universities, their public reputations, and their government funding are increasingly based on 
their ability to retain and graduate students" (p. 430). 
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The publications on adult learning and retention call for research that is more 
generalizable and that is more up to date. However, this body of research lacks focus on the 
retention of career changers while in online graduate programs. Career changers are those that 
have “an expression of an intention, along with preliminary action, directed toward entering an 
occupation of a type different from that of the present occupation” (Vaitenas & Wiener, 1977, p. 
294). 
It is important to note that the focus of this research project is Library and Information 
Science (LIS) students in an online professional master’s program; however; to establish a 
foundation of the needs of career changers overall, there will first be an investigation into the 
motivations of other fields of career changers as well as those in Library Science for comparison. 
This literature review interrogates the factors that influence the retention of adults in 
online master’s programs. It is then followed by an analysis of the career change Library and 
Information Science literature. It will explore the experiences of adult learners, including who 
they are and what motivates them. This section will review the data and findings in the literature 
related to issues of retention. Next, it will review how retention is traditionally calculated, and 
what factors influence retention for online students in postbaccalaureate programs. Furthermore, 
it will introduce the profession of librarianship and those that are career change library and 
information science professionals. It will assess challenges pertaining to career change LIS 
professionals. Additionally, it will identify and further investigate theories and concepts of adult 
learners, retention, and career changer from the literature. Lastly, it will highlight gaps in the 
current literature and explain the need for the impending study.  
Adult Learning 
When considering the topic of adult learning, the literature suggests that  
[t]he core concepts of andragogical theory are that adults have a psychological 
need to be self-directing, that their richest resource for learning is the analysis of 
their own experience, that they become ready to learn as they experience the need 
to learn …, and that their orientation toward learning is one of concern for 
immediate application (Knowles, 1975, p. 87).   
 
According to the Council for Adult and Experiential Learning (1999), adult learners are 
defined as “persons who: 
• are no longer financially dependent upon their parents or guardians, or 
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• have major life responsibilities outside schooling through work, home, or 
community, or 
• whose principal identities have evolved beyond the role of a full-time student. 
Typically, the adult learner is defined as one who is over the age of 24, married, or has 
dependents” (p. 3). 
The study of adult learning has had a name for less than 100 years. It was not until 
Lindeman (1926) brought the idea of adult learning from Europe and then later Knowles (1968) 
described the theory of ‘andragogy’ as differing from pedagogy. Simply, pedagogy means the 
teaching of children, whereas andragogy means the teaching of adults (Knowles, 1978). Video 
2.1 (Hogue, 2019) highlights the six main generalizable principles of andragogy. These 
principles are: 1) the learner’s need to know, 2) readiness to learn, 3) self-directed learning, 4) 
orientation to learning and solving problems, 5) prior learning experience, and 6) (internal) 
motivation to learn (Hogue, 2019). 
Video 2.1. Principles of Andragogy (Hogue, 2019). https://youtu.be/UgNeWsbKDUY 
Andragogy and its six generalizable principles are widely accepted as the predominant 
adult learning theory (Knowles, 1978). One of the most prevalent critiques of andragogy is that 
the principles are not mutually exclusive to adult learners (Delahaye et al., 1994). In the original 
theory by Lindeman (1926), it did not compare the then 5 "foundational stones" of adult learning 
to youth, but instead to conventional learning (Knowles, 1978). 
A further review of andragogy by Abela (2009) notes the lack of reflection included in 
this principle. Abela argues that reflection is what differentiates andragogy from pedagogy as 
children are not able to effectively reflect (2009). According to Kolb’s Learning Cycle, reflection 
is one of the four steps of effective learning (Kolb, 1983). Kolb notes that effective learning 
cannot happen unless the learner experiences all four stages (but can start at any point): 










Kolb’s Cycle of Effective Learning (McLeod, 2017). 
 
In andragogy, Knowles also states that adult learners are motivated internally (1984). 
This follows suit with Kolb's mention that learning is an internal process (Kolb, 1983). However, 
Abela (2009) states that external motivations can also play a major role in an adult learner’s 
motivation; especially, the influence of the teacher. 
It is important to think about the interplay between both internal and external motivation 
as well as external factors for change. McClusky (1963) thought about this interplay in terms of 
responsibilities and actions. His Theory of Margin simply states that a person's margin (surplus 
energy) was the result of their load (life demands) taken from their power (ability to deal with 
life demands) (Video 2.2). He continued that the load consisted of internal and external factors 
and that a person's margin was their ability to function and take on new tasks (surplus margin) 
with their current ratio of load and power. Video 2.2 shows the formula of Margin to be 
Power/Load = Margin (Blackmon, 2019). When using numbers, if the margin is less than 1 a 
person has a deficit of margin and may be stressed; if the margin is equal to 1 then there is just 
enough power to handle the load; and if the margin is more than 1 the person has surplus margin 
and may be seeking to challenge themselves more. 
Video 2.2. McClusky’s theory of margin (Blackmon, 2019). https://youtu.be/BK8LRBq-Wgw 
An identified critique of the Theory of Margin is that a person’s load, power, and margin 
is all relative (Wolflin, 1999). There are no data-based studies that support McClusky's theory in 
education. This is indicative that there is no direct way to calculate load, power, and margin that 
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is generalizable to the masses over an individual. One person's hypothetical situation could result 
in high surplus margin to them, but a low surplus margin to someone else (Blackmon, 2019). As 
it relates to education, it can be said that an adult's capacity to take on education means they have 
a surplus margin. Wolflin (1999) found in her dissertation “that the majority of adults (77%) 
walking on downtown sidewalks in four various Indiana cities on Saturdays were 'overloaded 
adults'” (p. 299). This is significant because even though these adults are overloaded would they 
still take on an educational program? Even though the Theory of Margin cannot be 
mathematically computed and generalized, it is a theory that enables adults to frame their 
energies and truly decide what, if any, shifts need to occur so they can have the energies and 
motivation to complete an online master’s degree. 
Other theories and concepts of adult learning include Transformational Learning, where 
all learners use various expectations and beliefs to make sense of the world (Mezirow, 1978); 
Experiential Learning, that says learning needs to be a hands-on approach (Kolb, 1983); Self-
Directed Learning, whose foundation is andragogy but adds self-management in the form of 
students determining their own learning needs (Garrison, 1997); and Action Learning, where 
students take action then reflect on the results (Revans, 1983), but those are less frequently used 
in the current research. 
Motivations of Adult Learners. Knowles (1978) finds that adult learners are 
intrinsically motivated to succeed. However, as previously defined, an adult learner can also 
have many external factors to contend with that a child may not such that “adult education is as 
different from ordinary schooling as adult life, with its individual and social responsibilities, is 
different from the protected life of the child…” (Knowles, 1978, p 16). Peyton (1998) identifies 
that adult learners also heavily rely on teachers to help (extrinsically) motivate them to learn. 
With a variety of intrinsic and extrinsic motivational factors playing together at any given time, a 
learner's stage must match a teacher's style (Newman & Peile, 2002). Figure 2.2 shows that if a 
learner is a ‘Dependent Learner’, they will respond better to a teacher that uses the ‘Authority’ 
style; one who can guide them through the process or material. On the opposite side, if a learner 
is ‘Self-Directed’, they will respond best to a ‘Delegator’ or someone who aids in their learning 
but does not give direct instructions and appears 'all-knowing’. Figure 2.2 indicates that it is 
important to understand adult learners’ life worlds because adult learners (and teachers) are fluid; 
meaning they can change their style at any time (Newman & Peile, 2002). If the adult learner is 
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in their first class and has not been in college for over ten years, they may rely on the instructor 
and view them as the authority. As the student progresses through a program, they could feel 
more confident and have more self-regulation (Bandura, 1986) and therefore be more self-
directed in their learning. Thus, the student would view the teacher as an aid to their learning, not 
essential. In terms of retention and academic integration, Tinto (1993), claims that if there is a 
mismatch between the learner stage and teacher style, that could lead to a student transferring 
programs or dropping out altogether. 
 
Figure 2.2 
Matching Learner Stages to Style. (Abela, 2009). 
 
Bandura (1986) developed the Social Cognitive Theory that states people have a self-
system that allows an individual to control their thoughts, feelings, and actions, or self-
regulation. Additionally, self-efficacy, "beliefs in one's capabilities to organize and execute the 
courses of action required to produce given attainments" (Bandura, 1982, p. 3), is also 
determined to aid people in completing tasks on their own. 
Online vs. On-Campus Adult Learners  
Enrollments. Total postsecondary enrollments in the United States from 2016 to 2017 
dropped by .44% (National Center for Education Statistics, 2019). However, during this same 
period, total enrollments for students in exclusively online programs increased by 4.19%. 
Additionally, a Fall 2019 Enrollment Estimates report from the National Student Clearinghouse 
Research Center noted that graduate and professional enrollments saw a .8% increase from 2018 
to 2019. This same report indicated that for part-time students who were older than 24 years old, 
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their enrollments decreased by 6%. A Forbes article by Michael Nietzel (2019) puts this overall 
decline in enrollment to college and universities being less trustworthy. Nietzel states specific 
actions that have led to this tarnished image and decline include:  
[a] shrinking population of high school graduates combined with a spate of institutional 
scandals, widespread anxiety about the cost of college and mountains of student debt, 
increasing skepticism about the value and necessity of college, growing concerns about 
the fairness of the admissions process, and a widening partisan divide between 
Republicans and Democrats over whether colleges are politically biased (2019, para. 14). 
 
Specific enrollment data from the National Center for Education Statistics show that in 
2018, 30.7% of postbaccalaureate enrollments participated in exclusively distance education 
courses or programs (n.d.). This number is up from 22% of postbaccalaureate enrollments in 
exclusively online programs or classes in 2012 (U. S. Department of Education, 2014). 
Value of Online Degree. To align with this increase in online enrollments, the value of 
an online program has also increased as viewed by employers. A 2010 study by the Society for 
Human Resource Management (SHRM) discovered that 34% of hiring leaders had a favorable 
view of online degrees (Society for Human Resource Management, 2010). Then, Northeastern 
University and FTI Research did surveys in 2013 and 2014 that found 40% and 48%, 
respectively, of hiring leaders were favorable towards online degrees (n.d.). The most recent 
study in 2018 shows that 61% of HR leaders believe credentials earned online are generally 
equal to or of higher quality to credentials completed in-person (Gallagher, 2018). In the same 
study by Gallagher, he found “52% [of HR leaders] believe that in the future, most advanced 
degrees will be completed online” (2018, p. 3). 
Modality Characteristics. When comparing online learning or distance learning to 
traditional face-to-face learning environments, Killion (2000) found that advantages to online 
learning included accessibility, convenience, and flexibility for the student. And for the host 
college, university, or program, advantages included increased student enrollment and efficiency. 
Nelson (2008) notes that no matter where a student is physically located or their level of 
intelligence, the student can be represented due to the flexibility that online learning can provide. 
Regarding the physical distance, it is noted that students in an online program can feel 
isolated in their education as compared to a face-to-face program (Morgan & Tam, 1999). 
Pigliapoco and Bogliolo (2008) note that isolation can lead to alienation, and that alienation can 
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have “catastrophic consequences in student’s academic lives: failure, absenteeism, and dropout” 
(p. 61). 
Student Characteristics. In looking at the success of students in a traditional face-to-
face graduate program, factors of retention, motivation, and attrition are all connected to “(a) 
department culture, (b) student-faculty relationships, (c) financial support, (d) student 
involvement and program satisfaction” (Hoskins & Goldberg, 2005, p. 176). Bain et al. (2011) 
conducted a study on factors that students believed were important to their academic success in a 
face-to-face program. The findings concluded that the areas students indicated were more 
important to success (90% or higher) were increased self-esteem due to success in graduate 
studies, professors’ interests in student’s academic success, affordable tuition, knowledgeable 
advisor, and family support. Factors that were considered somewhat important to academic 
success (80-89%) were personal motivation, job security, being present physically and 
emotionally for family, access to an online library, online/hybrid classes, and spirituality. Less 
important factors (79% or less) to success included financially providing for family, 
acknowledgment of academic success from significant other, variety of classes, university-based 
mentor, financial aid, access to inexpensive books, presence of individuals from their own 
culture, and belonging to an academic honor society. 
In 2011, Bain found that a knowledgeable advisor was for key for a student’s academic 
success. Schroeder and Terras (2015) also note the importance of the academic advisor for 
graduate students, no matter if they are online or in-person. Schroeder and Terras conducted a 
study that showed on-campus students have more physical access to advisors as compared to 
online students who are physically distanced (2015). It was established that good advisors meet 
these themes regardless of the student’s program modality: “(a) [s]tudents need good advising to 
guide them through their program; (b) students trust the process of advising; (c) good advisors 
see students as individuals and provide individualized advising; (d) good advisors believe good 
advising is imperative for student success; and (e) good advisors are readily available and 
immediate in response such that advising is timely” (Schroeder & Terras, 2015, p. 45). In 
describing these themes, online students needed their advisors to be the sole contact and 
expected a response within hours. For the face-to-face learners, they allowed more time for a 
response (48 hours) and needed the advisor to check-in on their progress periodically. 
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A study conducted by Colorado and Eberle (2010) found that there was no relationship 
between student entry characteristics of age, enrollment status, working status, GPA, number of 
past educational degrees, or time since last enrolled class on academic performance for graduate 
students in online classes. 
However, Abrahamson (1998) found that distance education did require students that had 
self-regulation and were independent. Colorado and Eberle (2010) also found correlations 
between self-regulated learning characteristics and student entry characteristics for graduate 
students. These relationships were strongest between age and elaboration, age and critical 
thinking, and age and metacognitive self-regulation. This study confirms the findings of three 
other studies (Moore & Kearsley, 2005; Guri-Rosenbilt, 1999; Nesler, 1999) in that “older 
students, with full-time enrollment status, and more educational experience tend to perform 
better academically” (Colorado & Eberle, 2010, p. 9). The participants of the Colorado and 
Eberle (2010) study were graduate students who were older, enrolled in online learning, and had 
more educational background; therefore, “results indicate that most graduate students have high 
levels of self-regulated learning characteristics” (p. 9). 
Online Retention in Adult Learning 
As defined previously, retention for this review means students who re-enroll from a 
previous term who continue to graduation. The most widely accepted definition of retention from 
the IPEDS 2019-20 Data Collection System (n.d.) specifically mentions “the percentage of first-
time bachelor’s (or equivalent) degree-seeking undergraduates from the previous fall who are 
again enrolled in the current fall” (para. 1). Then, “all other institutions” is not defined to mean 
graduate schools but could apply as the definition continues to explain "[f]or all other institutions 
this is the percentage of first-time degree/certificate-seeking students from the previous fall who 
either re-enroll or completed their program by the current fall" (IPEDS, n.d., para. 1). 
Vincent Tinto is one of the most widely cited authors when it comes to retention and 
dropout. Tinto published his first model of student integration (1975) and later published an 
updated model (1993). Video 2.3 (start at 1:22 and end at 5:22) explains Tinto’s model of student 
integration (1975). Tinto’s model begins with individual characteristics of a student that then 
leads into their commitments (Spencer, 2016). From there, the academic system and social 
system is identified. The two key matters in this model are academic integration and social 
integration; or how well a student acclimates themselves to the academic and social systems of a 
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school, respectively. If integrated, a student will work towards goal and institutional 
commitments and either be retained or drop out. 
Video 2.3. Tinto’s student integration model (1975) (Spencer, 2016). 
https://youtu.be/_TvDMize4jY?t=82 
Video 2.4 (aside from the information about an assignment) further discusses these two 
elements of integration and gives several scenarios if one element outweighs the other. Academic 
integration is made up of an informal academic system (faculty interaction) and formal academic 
system (classes and grades) (Varga, 2014). If a student falters in either the informal or formal 
academic system, their academic integration will affect their persistence to graduation. However, 
if social interaction through the social system (formal and informal social integration) does not 
align, a student may persist to graduation. 
Video 2.4. Tinto’s Theory (Varga, 2014). https://youtu.be/yN8cN4fAmys?t=269 
Social Element of Retention. Vincent Tinto was an early foundational theorist for the 
retention of traditional college students. In Tinto's work, social and academic integration are the 
two main points in student retention (1993). Although his work does not specifically state that it 
is generalizable for online students, master’s students, or online masters’ students, some 
frameworks and theories utilize and expand on Tinto’s two points of social and academic 
integration. For example, the Community of Inquiry Framework is a model for online learning 
that has three core principles: cognitive presence, social presence, and teaching presence 
(Garrison et al., 2000). The authors claim these three elements create the educational experience. 
Figure 2.3 lists what the authors identify as categories and indicators for each of the three 
elements. One could observe that there is a similarity between Tinto’s (1993) internal factors of 
social integration and social presence in the Community of Inquiry Framework (Garrison et al., 
2000). Both elements focus on the actions of the participants and those around them. Positive 
interactions and expressions would therefore lead to integration or a sense of belonging, and the 









Community of Inquiry Coding Template. (Garrison et al., 2000). 
 
Bandura's self-regulation (1986) and self-efficacy (1982) concepts regarding self-belief 
relate to the cognitive presence aspect of the Community of Inquiry (Garrison et al., 2000) 
because cognitive presence is “the extent to which learners are able to construct and confirm 
meaning through sustained reflection and discourse in a critical community of inquiry” (Garrison 
et al., 2001, p. 11). Gomez (2013) stated that 
[a]ccording to social cognitive theory, beliefs that individuals hold about their abilities, 
and about the outcomes of their efforts, powerfully influence how they will behave, to the 
extent that even knowledge, skill, and prior accomplishments are often poor predictors of 
subsequent achievements" (p. 18). 
 
Interpreting Gomez's statement, if a person has self-regulation and self-efficacy, then 
they would believe they are successful and could thus perform the tasks of cognitive presence. 
Directly applying to academic integration of retention, if a student has high levels of self-
regulation and self-efficacy, then they could be successful at exploring academic coursework and 
hands-on experiences. The student would have the internal motivation to recognize that 
exploration is happening from a triggering event. From there, they would take that new 
knowledge and work to integrate it and resolve the issues from the triggering event. This 
capability to apply the knowledge at present is a characteristic of adult learning. 
Academic Element of Retention. Academic integration is how the student interacts with 
faculty, how they experience classes, what grades they receive, etc. (Tinto, 1993). One point in 
which academic integration was studied, indirectly, was through studies by Boston and 
colleagues (Boston et al., 2012, 2011). Boston and colleagues found that if students had transfer 
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credit, they brought with them from other institutions, they were more likely to enroll in the next 
immediate semester (2011, 2012). If they did not have transfer credit, they were more likely to 
disenroll after two semesters (Boston et al., 2011, 2012). This plays into retention because as 
noted by Haydarov et al. (2013), in Figure 2.4, the highest point at which an online graduate 
student will drop out is during their first three years. More specifically, “[o]ne in 3 dropouts 
occurred in the 1st semester. One in 2 dropouts occurred within 18 months” (Haydarov et al., 
2013, p. 445). With transfer coursework on their transcripts, these students have completed at 
least one semester. This shows they are eager to continue their education with past transfer 
credit. Even if they were one that dropped out in the first term or within the first three years, they 
could be enrolled in another program sometime later. Boston et al. (2012) was a five-year 
longitudinal study that tracked student enrollment for that specific undergraduate online 
program. To date, no information helps understand why or the trends regarding the retention and 





















Non-Traditional Student Attrition. Another widely used model for retention, 
specifically for non-traditional learners in undergraduate programs, is by Bean and Metzner 
(1985) (Figure 2.5). This model shows that a student’s dropout decision is directly related to 
background and defining variables, environmental variables, academic outcomes, and a student’s 
intent to leave (Bean & Metzner, 1985). Indirectly, there is a flow of variables that lead to 
outcomes that determine if a student will drop out or persist: background and defining variables -
> academic variables -> academic and psychological outcomes -> intent to leave -> dropout; or 
background and defining variables -> environmental variables -> psychological outcomes -> 
intent to leave; or, background and defining variables ->social integration variables -> 
psychological outcomes/intent to leave/dropout. 
 
Figure 2.5 
A Conceptual Model of Non-Traditional Student Attrition. (Bean & Metzner, 1985). 
 
 
Noted differences between Tinto’s model of student integration (1975) and Bean and 
Metzner’s model for non-traditional student attrition (1985) include the overall student 
demographic, where the latter focuses on non-traditional students and the former on traditional 
students. Many of the variables from Bean and Metzner’s model (non-traditional students) 
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directly overlap with adult learning variables in its definition. Such variables specifically include 
the Environmental Factors category of finances, hours of employment, outside encouragement, 
and family responsibilities. This overlap indicates that Bean and Metzner's model (1985) could 
be generalizable to non-traditional adult learners in postbaccalaureate programs. Specifically, 
Bean and Metzner’s model was used by Meyer et al. (2009) to examine why an online graduate 
certificate program in library media had near-perfect retention. Meyer et al. (2009) indicated that 
Bean and Metzner’s (1985) 
findings are in contrast to Tinto’s and describe a student that is less influenced by social 
integration, places greater influence on the utility of the education being received, as well 
as greater influence on encouragement from friends, employers, and family. Academic 
integration…is also influential, as is finding enough time and finances to support the 
student’s educational pursuits. In fact, even if academic integration is positive but 
environmental factors (such as insufficient time or money) are negative, the positive 
effects of academic integration are “suppressed or attenuated”” (Meyer et al., 2009, p. 
131-132). 
 
The results of Meyer et al.’s (2009) study showed that Bean and Metzner’s non-
traditional adult retention model helped to establish that adult learners in the online graduate 
certificate program choose to stay because the program “stress[ed] the importance of job training 
and… instrumental reasons for staying enrolled” (Meyer et al., 2009, p. 139). This continued 
enrollment, or retention of graduate students, is an important factor when understanding the 
needs of adult learners. More specifically, adult learners who are career changer Library and 
Information Science professionals also have their own set of needs as they work towards 
graduation while enrolled in an online professional Library and Information Science program.  
Career Changers  
While investigating the literature on adult learning and retention, it was discovered that a 
specific focus on the retention of adult career changers was not identified. The literature that was 
discovered about career changers was not diverse. All the literature discovered focused on the 
motivations of career changers, from general career changers (Vaitenas & Wiener, 1977; 
Thomas, 1980) to motivations for specific fields of career changers such as teachers, personal 
chefs, and community college presidents (Bauer et al., 2017; Hendley, 2017; McNair, 2014,).  
As this specific literature review and research agenda is focused on Library and 
Information Science students, there were just several articles that discussed career change 
Library and Information Science professionals – again, all these articles focused on motivations 
22 
 
for career changers. The literature was presented as either a narrative (Greenwood & Ryan, 2015; 
Weisburg, 2018; Green, 2017) or using a research framework (Deeming & Chelin, 2001; Fikar & 
Corral, 2001; Hallmark & Lembo, 2003: Hines & Baker, 2008; Raszewski, 2011; Lambert & 
Newman, 2011).  
In the search for literature on the specific area of retention efforts for career changers 
either in a general field or in the Library and Information Science field, no literature was 
discovered. Thus, it is the intention here to identify a career changer, and understand their 
motivations from a general perspective, the perspective of other fields, and more specifically the 
field of Library and Information Science. By understanding the motivations of career changers 
from a broad scope, in addition to analyzing theories and concepts used to study career changers, 
a need emerged for a study on the retention efforts for career change LIS professionals. But first, 
the demand for and education of librarians is discussed; with this foundational knowledge, 
motivations for career change LIS students will be expanded.   
The Demand for Librarians   
In a paper titled “The Accidental Profession”, Bosseau and Martin (1995) argue that the 
field of librarianship is “an accidental profession populated overwhelmingly by people who 
discovered it while detouring from some planned career” (p. 198). In 2003, Hallmark and Lembo 
comment that librarianship relies too heavily on “accidental discovery to make known its 
intellectual rewards and challenges” (p. 10). Ard et al. (2006) support this idea because “when 
persons have the opportunity to taste librarianship…many apparently find the field appealing” 
(p. 240). Even further, Luzius (2006) adds that when people enter the profession “they are 
usually pleasantly surprised with the high level of job performance realised in libraries” (Luzius, 
2006 in Lambert & Newman, 2012, p. 431). 
The Future of Skills report by Pearson et al. (2017) notes that the general fields of 
Education, Training and Library occupations are expected to grow by 73.04% in the United 
States by 2030; with a 0% chance of shrinkage. Specifically, the position of librarian can expect 
a 55.4% chance of growth in the United Kingdom and a 70.6% chance of growth in the United 
States by 2030 (Pearson et al., 2017). In the United States, learning strategies, instructing, and 
active listening are the three listed skills for success as a librarian in 2030 (Pearson et al., 2017). 
The report also lists the Top 10 occupations (Figure 2.6) ranking librarians, curators, and 
archivists as #9. 
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Supporting this increased demand for librarians by Pearson et al. (2017), the 
Occupational Outlook Handbook for Librarians by the U.S. Bureau of Labor Statistics projects a 
5% growth from 2019-2029, which is noted as a faster than average growth (n.d.). 
 
Figure 2.6 
The Top 10 Occupations. (Pearson et al., 2017) 
 
The term learning society, or “a society committed to learning throughout life”, was used 
in a report by the National Committee of Inquiry into Higher Education in the United Kingdom 
(1997). A learning society, in addition to growing interest in information, plus a rapid growth of 
information technology has moved the library and information profession to the new age (Infield, 
1997). According to Hallmark and Lembo (2003), the public still views librarians as “people 
who collect fines and keep both users and materials orderly” (p. 10). In a study by Hallmark and 
Lembo on career change librarians from the field of science, the participants continually noted 
“they had no idea that the LIS profession was so interesting, challenging, and enjoyable, nor 
were they aware of the revolution brought about by information technology” (2003, p. 10). 
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Deeming and Chelin (2001) agree with this new involvement of technology to improve the 
image of librarianship because “we are actually involved now in something that’s sort of quite 
sexy, you know, popular” (p. 24). 
Becoming a Librarian 
According to the American Library Association, a Master of Science in Library and 
Information Science is needed to become a professional librarian (n.d.). However, unlike other 
degrees, a MS/LIS can be obtained with a variety of previous degree backgrounds. Lambert and 
Newman emphasize that “the professional [MS/LIS] degree is built on any undergraduate 
specialization” (2012, p. 430). Additionally, students can enter the Library and Information 
Science profession from any other graduate or professional degree (de la Pena McCook, 2009). 
For those entering subject specialist librarianship fields, such as to become a chemistry 
librarian or a law librarian, prior knowledge in that desired field is advised. Participants in a 1998 
study by Julie Hallmark “agreed that a strong science background for geoscience information 
specialists was highly desirable, if not essential. Some library managers, in fact, stated that they 
would prefer to hire a geologist and train that person in library and information science than vice 
versa” (1998, p. 84). 
No Longer a ‘Typical’ Career Path 
Figure 2.7, from Deeming and Chelin (2001), shows the evolving thoughts on one’s 
career path in the 1990s. Pre-1990s, traditional ideas were that of a stable, upward-moving 
trajectory. Additionally, once entering a field, it was assumed that you would stay there with no 
need, as an adult, to learn new things or to move to a different profession. Now, counter to those 
traditional assumptions, emerging trends are that career paths are non-linear and non-upward. A 
person can decide to change careers at any age, and that this choice to career change can be 
influenced by family or various roles and can be sparked by an experience outside of a person’s 










Changing Assumptions about Work and Careers in the 1990’s. (Deeming & Chelin, 2001). 
 
In 1996, Arthur and Rousseau offer a new term for thinking about careers, “boundaryless 
career” (p. 3). With this new term, they offer up six different definitions, but all six revolve 
around the idea of “independence from, rather than dependence on, traditional organizational 
career arrangements” (Arthur & Rousseau, 1996, p. 6). White, in an article published by The 
Telegraph on July 11, 1999 states that “jobs for life are a thing of the past” (p. 3) when referring 
to the labor market in the eyes of the press and in library journals. 
As the literature progresses into the twenty-first century, these ideas of a changing career 
path are still supported and are becoming “very common” (Lambert & Newman, 2012, p. 428). 
Ebberwein et al. (2004) note that “[b]ecause of personal choice or because of organizational 
change in the world of work, the need to change jobs or occupations many times in one’s life 
seems to be the rule rather than the exception” (p. 292). By the time a person retires they can 
expect to have a second or even a third career due to technology and social and economic 
circumstances (Lambert & Newman, 2012). In support of the idea that technology and 
circumstances impact a person’s career, Hendley (2017) also notes that recent self-improvement 
is generated by “downsizing, outsources, and the recent recession [and that] flexibility, 
adaptability, and reinvention are now expected in order to remain employable” (p. 304.). 
According to Laura Sheehan (in Video 2.5 below), even these 2012 estimates on the number of 
careers a person will have are outdated. She reports that in March of 2018 the US Bureau of 
Labor Statistics reported a person will have 12 to 15 careers in their lifetime (TEDx, 2018). 
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Defining a Career Changer 
A career changer can be characterized as a subset of an adult learner. As described, adult 
learners are those that are generally 24 years or older (Knowles, 1978). However, there is no 
consistent definition of ‘career changer’ in the literature. Many different definitions exist based 
on the research conducted. In 1977, Vaitenas and Wiener investigated the motivations for career 
change between younger and older professionals using “an expression of an intention, along with 
preliminary action, directed toward entering an occupation of a type different from that of the 
present occupation” (p. 294) as their definition of a career changer. This definition defines the 
process for a career changer whereas Williams and Forgasz (2009) define a specific career 
changer to fit the needs of their mixed-methods study. In this study, they define career changer as 
“a student who has worked for at least three years in a career other than teacher, including full or 
part-time, paid or unpaid work, and/or parenting, prior to enrolling in their current teaching 
education course” (p. 97). In 2007, Green et al. used yet another definition by Smith (1997) to 
describe career changers and the use of career coaches. Smith (1997) defined “career changes, or 
career transitions” as “critical events in people’s lives since they may affect economic, familial, 
and psychological dimensions of the person” (in Green et al., 2007, p. 21). 
In Video 2.5 (starting at 7:08), Laura Sheehan describes three steps for a person to keep 
in mind as they consider a career change, no matter the location or the profession (TEDx, 2018). 
Step 1 is that a person be open to change as change is the only constant. Step 2 is to embrace the 
experiences of wherever you are and whatever you are doing and to forget about the ‘title’ of a 
position. Taking all these skills in will help one adapt to life’s challenges. Finally, Step 3 is to 
make meaningful connections in the career area of interest.  
Video 2.5. Career Change: The Questions You Need to Ask Yourself Now | Laura Sheehan | 
TEDxHanoi. (TEDx, 2018) https://youtu.be/MIjH8MCbONI?t=428 
Not only are there various definitions and steps for a career change, but Hiestand (1971) 
and Bell (1975) also outlined various degrees of a career change. Hiestand noted 45-degree and 
90-degree career changes (1971). In a 45-degree change, there is a minor discontinuity with 
training from a former career. For a 90-degree change, there is major discontinuity. Bell (1975) 
notes that some training from a previous career would be unnecessary and that a new career 
would require more training. Thomas (1980) writes of the confluence of these two ideas saying 
that a 45-degree career change is where “[m]ovement to a career for which previous training was 
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either unnecessary or insufficient (but not both)” (p. 175). And, a 90-degree career change would 
be one in which previous training was unnecessary and additional training is needed for the new 
career (Thomas, 1980). 
General Motivations for Career Change 
According to Vaitenas and Wiener (1977), prior to their study, no previous research had 
been conducted using theoretical foundations and career changers. Their study hypothesized that 
younger career changers (under 35 years old) were influenced by vocational choice theory; 
namely, emotional problems, incongruity, and lack of differentiation and consistency. And, for 
older career changers, Vaitenas and Wiener proposed that their motivations for career change 
were due to adult developmental theories which included generativity, “emerging concern for the 
care and development of others” (1977, p. 292), fear of failure, and life-style doubts. In testing 
these two groups against non-career changers, results found that career changers (no matter the 
age) had lower congruity scores, lower scores in emotional stability (older career changers were 
higher in emotional stability than younger career changers), higher percentage of emotional 
problems, lower consistency of interests, and higher percentage of fear of failure. The authors 
also note no relation between age and fear of failure in the two groups of career changes. It was 
found that both groups of career changers noted more fear of failure when compared to the non-
career changers. Also, the authors were under the assumption that career changers would be 
motivated by generativity, but that was not the case. The authors then assume that generativity 
would only happen once a person was established in their career. 
In a 1980 study by L. Eugene Thomas, the author notes that previous studies on voluntary 
middle-class career changers had been conflicting. Some of these suggested motivations 
including a rejection of societal values such as work ethic (Roberts, 1974; Krantz, 1977), 
psychological and family considerations (Oliver, 1971; Cloption, 1973; Vaitenas & Weiner, 
1977), and a conventional person just wanting to change fields for prestige and advancement 
(Hiestand, 1971; Schlossberg, 1975). Thomas’s results contradicted these past studies. In his 
qualitative study involving 73 career changing men, he found that the above-mentioned 
motivations for career change were in fact on the low end of his results: financial gain (11%), 
laid off (19%), health problems (8%), more family time (26%), increased time for recreation 
(23%), and better location (20%) (1980). The two most selected motivations for career change 
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were “a better fit of values and work” and “more meaningful work” at 60% and 76%, 
respectively (Thomas, 1980, p. 177). 
While investigating the motivations for career changers, Thomas noted the difficulty of 
trying to find similar themes amongst the individual results. To better interpret the results, 
Thomas (1980) analyzed “groups of changers” (p. 177). Using the Murray Typology, originally 
meant for those with stable careers in addition to career changers, Thomas adopted this typology 
to show only the varying types of career changers. Figure 2.8 shows the internal 
influence/pressure versus the external pressure from the environment acting on a career changer. 
Based on the combination of internal and external factors, career changers could either be Drift-
outs (low pressure from self and environment), Opt-outs (high pressure from self and low 
pressure from environment), Force-outs (low pressure from self and high pressure from 
environment), or Bow-outs (high pressure from self and environment). 
 
Figure 2.8 
Typology of Career Changers. (Thomas, 1980). 
 
Figure 2.9 shows the results when motivations for the participants were analyzed by 
typology. It is important to note that Opt-outs required the most additional education. This is like 
the definition of a 90-degree career changer that Thomas identifies (1980) as needing additional 






Characteristics of Various Types of Career Changers. (Thomas, 1980). 
 
Figure 2.9 also indicates that there is indeed a difference between the factors and 
motivations among managers and professional career changers in the different typologies. In 
studying career change blue-collar workers, whom Thomas (1980) would label “Force-outs”, 
Slote (1977) indicated career changers of this type experienced physical and psychological 
deterioration. On the flip side, manager and professional career changers indicated their career 
change was “very rewarding” and “on the whole favorable” at 62% and 34%, respectively 
(Thomas, 1980, p. 181). 
Non-Library and Information Science Career Change Professionals 
As the research on career change LIS professionals is limited, it is important to 
understand the current research on career changers. Considering this, three studies were found 
that discussed the motivations of career changers to other professions: teaching (Bauer et al., 
2017); personal cheffing (Hendley, 2017); and community college presidents (McNair, 2014). 
There were more articles discovered than just Bauer et al. (2017) on the topic of career change 
teachers, but this was the only article found that focused on professionals who had enrolled in a 
postgraduate program to complete their career change; aligning with this research as it pertains to 
master’s students in a professional program. 
In all three studies, motivations for participant career change were analyzed. Bauer et al. 
(2017), when researching Australian secondary teachers, discovered that these professionals 
decided to change careers due to: 
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• changing economy 
• losing a job 
• changing location and unable to find an alternative job in the same field 
• dissatisfaction with the previous job 
• looking for a challenge 
• desire to make a difference 
• having a long-standing desire to be a teacher 
• desiring a social environment 
• wanting a work/life balance 
• perceiving a career fit based on personal ability 
• prior career and personal experience 
Hendley (2017), who studied the motivations of those who career changed to become a 
personal chef, identified motivations from a national survey. These survey results include 
“having a flexible schedule, following their passion, and having independence or being their own 
boss” (Hendley, 2017, p. 307). The survey results along with answers from interviews on 
motivations for one to become a personal chef (following their passion, doing what they love, 
job loss, barriers to mobility, and burn-out from overwork) align with Bauer et al.’s (2017) above 
findings of motivations for career change teachers. Additionally, these factors combined with 
“critical events” (Kiecolt, 1994, p. 51) in personal lives encouraged professionals to change 
careers to become a personal chef. 
In alignment with critical events as motivators for a career change, Delores McNair 
(2014) studied the effect of ‘tapping’, or “an information recruitment that can help identify future 
leaders” (p. 190), as motivation for first-time community college presidents (45-degree career 
change). The presidents remarked that a “defining moment dramatically changed [their] 
professional path” (McNair, 2014, p. 185). This supports the findings of Schlossberg (1987) and 
Sargent and Schlossberg (1988) when they note most transitions are related to a circumstance, 
not a person’s age. These transitions are defined as “events (like retirement) or non-events (like 
being passed over for a promotion) that alter adult lives” (Schlossberg, 1981, p. 8). 
Additionally, for some participants in Hendley’s (2017) personal chef study, the author 
notes that doing what they love and following their passion is found in the form of fostering 
health through foodwork. Hendley (2017) discovered “there were those, often mothers, for 
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whom their passion focused on caring for and/or making people happy through cooking” (2017, 
p. 309). When researching Australian career change teachers, Bauer et al. (2017) also found that 
“for some, this sense of meaning and fulfillment was sought by changing their profession to one 
which provides meaning from interacting with, and being of service to others” (2017, p. 191). 
Sayler (2003) also found that motivations for career change teachers included a desire to help 
children and contribute to society. This passion for helping others found by Bauer et al. (2017), 
Salyer (2003), and Hendley (2017) disprove the findings by Vaitenas and Wiener (1977) who 
earlier found no correlation between a career change and generativity. 
Lastly, of these three pieces of literature, only Bauer et al. (2017) recorded the 
satisfaction levels of career change professionals. It was discovered that 77% of career change 
secondary teachers in Australia said they were ‘Extremely’ or ‘Very Satisfied’ with their choice 
to enroll in career change teacher education. This elevated level of satisfaction with their career 
change into teaching supports Thomas’s (1980) findings that also show career changers were 
satisfied with their career move. 
Career Change Library and Information Science Professionals 
As previously discussed, the literature on career change LIS professionals is limited. 
Therefore, a review of non-LIS career change professionals is included in this review to allow 
the reader to fully understand the existing literature as it surrounds career changers. Continuing, 
the published articles on career change LIS professionals is limited to narratives and research 
articles focusing on the motivations, again, of career changer LIS professionals.  
Career Change LIS Narratives. Narratives in the Library Science field on career 
change range from an unanticipated journey from an on-call librarian to a manager of a large 
engineering library (Greenwood & Ryan, 2015) to entering the workforce as an English teacher 
and then being asked to complete two classes to be an emergency school librarian (Weisburg, 
2018). Green (2017) describes her transition from her B.A. in Art History working in a museum 
to her new interest in art and information after an internship at a museum. She discovered a field 
where her passion for art and her new interests for information management could be blended. 
A past journal article from Levitov and Kaaland (2011) had seven lane changers (career 
changers) complete a survey on their experiences of career change within Library Science. 
However, only a few of these participants would even be categorized as a 45-degree career 
changer according to Bell (1975), as previous training for most of the interviewees was 
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necessary and sufficient to support them in their career change from one aspect of librarianship 
to another. 
The Confluence of Motivations for Career Change LIS Professionals. The most 
extensive literature found while investigating research articles for career change LIS 
professionals is by Moniarou-Papaconstantinou et al. (2015). In this systematic literature review, 
the authors analyze motivations for interest in LIS by “choice of LIS” for high schoolers, “choice 
of LIS specialty” for college students, and “career change to LIS” for professionals (Moniarou-
Papaconstantinou et al., 2015, p. 602). Figure 2.10 shows the confluence of findings discovered 
by six individual studies for career change LIS professionals. Each of the six categories in Figure 
2.10 are previous professions of the respondents prior to becoming a career change LIS 
professional. Then, under each past profession, the motivations for career change to LIS are 
combined from the six individual studies under the same prior professions. 
Figure 2.10 shows the following pre-career change professions and the listed motivations 
for their career change to a LIS profession: 
• “Insurance, Dentistry, Civil service, Computing, Research sectors: Uncertainty, issues 
related with their previous career, family obligations, geographical position, nature of 
information work, desire to use transferable skills, wrong initial choice, personal value 
system, past working experience, context of life 
• Health professionals: Burnout from previous career, dissatisfaction from changes in the 
health care delivery system, love of books, interest in librarians, interest in computers and 
information retrieval, opportunities for teaching and research, communicating with 
clients and colleagues, possibility to use their knowledge and skills in the new working 
environment 
• Scientists: Love of scientific literature, enjoyment of research, technology, the variety of 
the job, possibility to work in a team with academic staff and other researchers, 





Motivations for a Career Change to LIS. (Moniarou-Papaconstantinou et al., 2015). 
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• Marketing & Library paraprofessionals: Job function, love of the field, love of books, 
recommendation of significant others 
• Teachers: Desire to follow advanced studies, challenges posed in a new working 
environment, appreciation of the LIS profession, use of transferable skills, uncertainty, 
issues related with their previous career, family obligations, geographical position, nature 
of information work, desire to use transferable skills, wrong initial choice, personal value 
system, past working experience, context of life, love of the field, recommendation of 
significant others, love of books, job function 
• Administration & Book selling: Uncertainty, issues related with their previous career, 
geographical position, nature of information work, context of life, desire to use 
transferable skills, wrong initial choice, past working experience, personal value system, 
love of the field, recommendation of significant others, love of books, job functions” 
(Moniarou-Papaconstantinou et al., 2015, p. 601). 
 
Tapping. As mentioned by McNair (2014) in their study of community college presidents 
being tapped, several studies of motivation for career change LIS professionals also mention 
being tapped (Fikar & Corral, 2001; Hallmark & Lembo, 2003; Lambert & Newman, 2012). 
These studies indicated that respondents were tapped by family members who were current 
science librarians (Hallmark & Lembo, 2003) or were “influenced by specific librarians” 
(Lambert & Newman, 2012, p. 439) to make the career change. This tapping indicates that the 
person did not have the intention of pursing this career route. This confirms the above-mentioned 
idea that most librarians accidentally discover the field of librarianship “while detouring from 
some planned career” (Bosseau & Martin, 1995, p. 198).  
LIS Career Changer Satisfaction. As with the literature on career change teachers and 
satisfaction (Bauer et al., 2017), the literature on career change LIS professionals also indicates 
changers are satisfied with their decision to career change. Deeming and Chelin (2001) found 
85% of respondents were ‘Very Satisfied’ or ‘Satisfied’; Fikar and Corral (2001) found that 91% 
of respondents were ‘Very Satisfied’ or ‘Satisfied’; and Hines and Baker (2008) found that 
94.4% of respondents were ‘Very Satisfied’ or ‘Satisfied’ with their decision to career change 
into the Library and Information Science profession. These extremely high satisfaction rates 
indicate that once these professionals discovered the field, they were pleased with their decision. 
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Furthermore, these satisfied professionals could be the next ones to ‘tap’ future librarians into the 
profession.  
Connecting Adult Learning, Retention, and Career Change Theories 
In addition to uncovering motivations of career changer LIS professionals, connections to 
the adult learning literature were also discovered amongst the few articles of career change LIS 
professionals. Andragogy, or the teaching of adults, has six prongs. One of those prongs is that 
adults can use their skills and past experiences immediately, and not later. Bauer et al. (2017) 
found that career change teachers utilize “their personal qualities and attributes gained from their 
life experiences” (p. 187) in their new profession of librarianship. This correlation shows that 
career changers are indeed a subset of adult learners. An example of using their past knowledge 
immediately was found by Fikar and Corral (2001) when talking with respondents about prior 
health professions before becoming librarians. These past health professional respondents noted 
“a greater appreciation of patron needs and requirements”, a “better understanding of their 
questions”, and being able to “speak my client’s language” (p. 64). Additionally, Lambert and 
Newman noted respondents felt this career change “facilitated the transfer of skills and 
knowledge from their former careers” (2012, p. 442). 
This identified transfer of skills would be what Thomas (1980) considered a 45-degree 
career change, where past training assisted in the learning of a new position. In this same study, 
Thomas created his version of the Typologies of Career Changers (Figure 2.8) using internal and 
external components to determine the type of career change (1980). Aligning with this typology, 
Deeming and Chelin (2001) studied career change LIS professionals and noticed that five themes 
were discovered as to why a person career changed. All of these themes (drifting out of the 
previous profession vs. actively choosing to move on, feelings of their previous career,  “context 
of life as a whole” (p. 18) – meaning family, location, attitudes, nature of library work as they 
knew it, and influences of other people) could be used to situate a career changer on the 
Typologies of Career Changer graph using internal influences and external environmental 
influences on career changers. Similarly, Hallmark and Lembo (2003) found many “push” and 
“pull” motivations for career change LIS professionals; thus, aligning with the internal and 
external supports of the typology developed by Thomas (1980).  
The connection between the LIS career change studies and andragogy is meaningful 
because it shows that career changers fit the mold of an adult learner; therefore, retention 
36 
 
strategies for adult learners might be deployed with career changers to some degree of success. 
The alignment of the Typology of Career Changers (created by researching non-LIS career 
changers) with the motivations for career change LIS professionals is meaningful. It 
demonstrates the connection of motivations between non-LIS career changers and career change 
LIS professionals. This confluence between motivational factors for all career changers could be 
used in support services offered by Student Affairs professionals.  
Gaps: The Need for Literature on Retention of Career Change LIS Professionals  
A common gap in all issues/topics of the literature reviewed is the need for more 
generalizable research. Current research calls for further studies that extend beyond one program 
or school (Perry et al., 2008), or one moment in time (Herbert, 2006) and to research on a larger 
scale with many more students (Heyman, 2010). It was concluded from Heyman's Delphi study 
(2010), that even though online students are typically non-traditional, they “might seek more 
traditional support avenues consistently afforded to their ground-based [non-fully online] 
counterparts. This suggests that online students may have more traditional mindset[s]” (p. 139). 
Another gap observed from the literature on retention and adult learning is the age of the 
many commonly cited research articles. The articles of the major foundations of andragogy 
(Knowles, 1975, 1978) and student retention (Bean & Metzner, 1985; Tinto, 1993) are over 
twenty years old. Most research published in the last five years uses these fundamental theories 
and frameworks to build and guide their research, but venture to new, specific areas such as 
technology and adult learning (Sharp, 2018; Stevens, 2017), specific elements of a program that 
impact satisfaction or retention (Benavides & Keyes, 2016; Gering et al., 2018), or that use the 
older foundations to interpret perceptions and satisfaction of online learners (Gray & DiLoreto, 
2016) and online graduate students (Terras et al., 2018). There is a desperate need for updated 
literature on these topics that incorporate the online world; specifically, online master’s 
programs. It can also be asked that in the time of the COVID-19 pandemic, what do these adult 
learners need? Do they need extended time to complete programs due to added members of the 
family being home? Do they need to rush through a program to be able to find a job? Do they 
even want to enroll in a formal master’s program, or will self-learning suffice? 
The need for further research on retention of adult learners and, more specifically, career 
changers comes out of the challenges with current research. Several articles use Tinto (1993) 
(Boston et al., 2009; Boston et al., 2012; Boston et al., 2011; Gomez, 2013; Meyer, et al., 2009) 
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and Bean and Metzner (1985) (Meyer et al., 2009) models as a reference to apply the 
frameworks to graduate retention and online retention. Research on retention of adult learners in 
online master’s programs is few and far between (Abela, 2009). Research that is currently 
published is either on the retention of adult learners in undergraduate studies (Boston et al., 
2009; Boston et al., 2012, 2011; Heyman, 2010; Schlossberg, Lassalle, & Golec, 1990), or 
retention of all students in an individual online class, not a full program (Gazza & Hunker, 
2014). 
Furthermore, given that the limited research on career changer Library and Information 
Science professionals focuses on motivations for the change, additional research should be 
conducted on career changers in the LIS profession. These sources suggest that once the career 
change is made, they are generally satisfied with their new career, but how does one go through 
the academic process of becoming a librarian…how are they retained from semester to semester? 
This lack of evidence in the literature demonstrates the need for further investigation on retention 
efforts for career change LIS professionals.  
Formal Retention and Graduation Data Calculations 
Current practices for reporting graduate student retention are inconsistent and not 
required (Howell et al., 2004). Traditional retention rates are calculated on a fall-to-fall basis 
(Haydarov et al., 2013), therefore, this does not account for students that start in non-fall terms. 
Haydarov et al., argue that “there is no plausible justification to track only fall cohorts of online 
students” (2013, p. 446). As is the case with a variety of graduate programs, students may start in 
either spring term, summer term, or on a rolling basis; not just fall-only.  
As seen earlier in Figure 2.4, Haydarov et al. (2013) show the highest point at which an 
online graduate student will drop out is during their first three years. More specifically, “[o]ne in 
3 dropouts occurred in the first semester. One in 2 dropouts occurred within 18 months” 
(Haydarov et al., 2013, p. 445). These data showed there are clearly barriers that prohibit a 
student from continuing in a program. In the specific case of career changers in the LIS 
profession, in what ways are needs not being met by Student Affairs professionals to increase 
their possibility of retention?  
  Haydarov et al. (2013) also explain that graduation rates are typically calculated using 
150% of the established program completion time (National Center for Educational Statistics, 
n.d.). Generally, a graduate degree is expected to be earned in 2 years, thus 150% of that time to 
38 
 
completion is 3 years. However, "[t]he majority of graduate schools set 5- or 6-year timeframes 
within which the graduate degree should be obtained" (Haydarov et al., 2013). Should the 
timeline for calculating graduation, assuming that is the student's end goal, be changed to the 5- 
or 6-year timeframe, graduation rates would increase for adult learners. Figure 2.11 shows the 
mean graduation in months is 39.54, which is equal to 3.25 years for online master's students, 
clearly over the 3-year, 150% timeframe. Additionally, it can be observed that there were still 
students graduating at the 6-year mark (72 months) in this study (Haydarov et al., 2013). 
 
Figure 2.11 
Distribution of Time to Degree for Graduated Students. (Haydarov et al., 2013). 
 
Adult learners and career changers “have major life responsibilities outside schooling 
through work, home, or community” (Council for Adult and Experiential Learning, 1999, p. 3). 
Outside responsibilities could include working a full-time job that requires travel, being a stay-
at-home parent of several children, caring for aging parents, etc. In these situations, adult 
learners and adult learning theories “define learning in conjunction with adult social roles and 
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life situations. To do otherwise would lose what is most important, perhaps, unique, to learning 
in adulthood” (Merriam, 1987, p. 189). 
With this data, it is known that many students drop out early during an online graduate 
program and take longer than the national allotted time to graduate; what is unknown is what 
graduate programs are doing to aid in the retention of career changers who enroll in an online 
graduate program. While this data does not specifically target career change professionals or 
Library and Information Science career changers, they are part of the graduate student 
demographics and therefore are also experiencing non-completion and extended time to degree. 
Retention Efforts and Plans of Action  
With 61% of HR leaders believing that an online program from a reputable university or 
college is equivalent to or of higher quality compared to in-person (Gallagher, 2018), an online 
master’s program is a viable option for career change librarians as this career shift does require 
further education. In exploring motivations for career change, Bohonos (2014) asserted that 
career changers complete a master’s degree because it is seen as a step forward whereas 
completing a second bachelor’s degree is viewed as a lateral move. Fikar and Corral (2001) 
observed that career change librarians from the medical field preferred to earn a master’s degree 
as opposed to going on to earning a doctoral degree in their medical field. Also, prior career 
teachers were also looking for advanced education in the form of degrees (Lambert & Newman, 
2012). With this shift towards continuing education in an online setting and the needed formal 
education to become a professional librarian, it is imperative that means for retention of career 
change LIS professionals are studied. To date, no literature on retention of career changers in an 
online professional master’s degree has been identified.  
In 1995, Diana Kotewa wrote “[w]hat institutional supports can Student Affairs 
professionals promote that will assist adult learners in the adaptation process? Student Affairs 
professionals should assess what the needs are and proceed from that point. Different people 
seek different kinds of institutional support” (p. 50). Today, these questions are still unanswered, 
specifically when examining the needs of career changers in an online professional Library and 
Information Science master’s program. 
Kotewa (1995) notes that as adult learners are more prevalent in college settings, Student 
Affairs personnel need to be sure they are implementing workshops and have adequate 
environments for these graduate students to be successful. In working with graduate students, 
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Kotewa says that providing workshops would help to disperse information such as academic 
advising, registration processes, institutional resources, financial resources and more for adult 
learners during the beginning stages of their programs (1995). This information sharing might 
help adult learners and career changers feel more connected to services on campus. Consistently, 
Schlossberg and Warren (1989) found that when adult learners felt they mattered to an advisor or 
an institution, that sense of belonging kept them engaged in their learning. This sense of 
belonging, which could be achieved by orientation or support systems, makes the student feel 
included (Kotewa, 1995). 
Kotewa (1995) supports Schlossberg’s (1981) idea that physical setting plays an 
important role for an adult learner’s transition. This setting includes, but is not limited to, 
“climate and weather, urban or rural location, neighborhood, living arrangements, and 
workplace” (Schlossberg, 1981 in Kotewa, 1995, p. 51). Kotewa suggests that Student Affairs 
professionals need to look for more creative solutions to answer the needs of adult learners. 
Other findings by Boardbent and Poon (2015) indicate that academic programs that have 
working adults need to design opportunities for peer social support and to create opportunities 
for students to connect with peers and with instructors. 
These recommendations of improving settings and information sharing by Student 
Affairs professionals have been studied in general graduate and doctoral settings. None have 
been explicit to say studies were implemented with adult learners, online professional master’s 
students, career change students, or Library and Information Science career change students. 
This forthcoming study aims to fill this gap by investigating retention efforts for career change 
Library and Information Science professionals as they are enrolled in their respective online, 
master’s programs.   
Conclusion 
Adult learners have many responsibilities, barriers, and motivations to return to education 
and enroll in a formal educational program. Internal influences such as the responsibility to care 
for children and external influences such as interactions with faculty and staff impact if an adult 
learner successfully graduates from their program. From the above studies of career changers 
into various fields and specifically in the LIS field, it can be gathered that there are numerous 
internal and external factors that motivate a person to career change. Several of these internal 
factors include the desire to make a difference, for the love of the field, personal value system, 
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and appreciation of the LIS profession. Noted external factors of motivation are those such as 
geographic location, job loss, salary, and issues with previous work. Additionally, it has been 
shown that often these career changers are satisfied with their choice. The literature in the field 
does not state how these career changers successfully complete a program that leads to their new 
career as a librarian. It is identified that librarians will be in demand (Pearson, 2017; 
Occupational Outlook Handbook, n.d.), but there is no specific literature or studies on the 
retention of career change librarians once they enter a professional master’s program to earn their 
Master of Library Science degree online. The research question of what Student Affairs retention 
strategies are in place for the success of career change librarians in an online professional 
master’s program is unanswered. 
Moving forward, during this global pandemic, future research should address career 
changers as adult learners and means of retention as they enter formal educational programs post 
COVID-19. By increasing this knowledge, academic professionals can be sure adult learners, 





CHAPTER 3: THEORY AND METHODS 
Theory 
The theory that framed this research drew from various concepts. It is a combination of 
Bandura’s (1986) Social Cognitive Theory of Self-Regulation and a typology of work-history 
and motivational patterns by Murray et al. (1971) that later Thomas (1980) adopted to solely 
focus on typologies of career changers. These two concepts worked in tandem to outline the 
theory for this research on retention of career change Library and Information Science students 
in online professional master’s programs. 
The first guiding concept that framed this research is self-regulation. At the core of self-
regulation is the idea that “human functioning is…regulated by an interplay of self-generated and 
external sources of influence” (Bandura, 1991, p. 249). More specifically, “self-regulation is a 
multifaceted phenomenon operating through a number of subsidiary cognitive processes 
including self-monitoring, standards setting, evaluative judgment, self-appraisal, and affective 
self-reaction” (p. 282). One aspect of the self-monitoring function is self-motivating. Self-
motivating is when a person pays close attention to their performances they then are “incline[d] 
to set themselves goals of progressive improvement even though they have not been encouraged 
to do so” (Bandura, 1991, p. 250). This specific function of self-motivation is important to this 
research because when a person evaluates how they are doing, their subsequent behavior is 
altered to better aid themselves in reaching their goals (Bandura, 1991). Therefore, if a person 
determines they need more assistance to succeed in the MS/LIS program, it is hypothesized that 
they will use more supportive services offered by the Student Affairs team if they have higher 
levels of self-regulation.  
Another guiding aspect of Bandura’s Social Cognitive Theory of Self-Regulation is 
personal standards setting. A person’s personal standards can be shaped from social sanctions 
from others, other’s reactions, and from significant people in a person’s life (Bandura, 1991). 
This means that what a person expects from themselves is not solely identified internally but is 
also influenced by external factors. For a career change LIS professional enrolled in an online 
master’s program, these personal standards could be similar to the challenges that adult learners 
face such as caring for an elderly parent or child all while maintaining good academic standing.  
In researching whether a career change LIS professional might seek out Student Affairs 
support services, Bandura states that the more significant activities are to a person, the more they 
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will care about them (1991). Simon (1979) adds that “the more relevant performances are to 
one’s value preferences and sense of personal adequacy, the more likely self-evaluative reactions 
are to be elicited in that activity” (in Bandura, 1991, p. 255). Therefore, with this logic, the more 
Student Affairs supportive services align with the needs of career change LIS students, the more 
likely they will be to attend as the services align with their needs.  
The last important subset of self-regulation is self-efficacy, or  
people’s beliefs about their capabilities to exercise control over their own level of 
functioning and over events that affect their lives. People’s beliefs in their efficacy 
influence the choices they make, their aspirations, how much effort they mobilize in a 
given endeavor, how long they persevere in the face of difficulties and setbacks, whether 
their thought patterns are self-hindering or self-aiding, the amount of stress they 
experience in coping with taxing environmental demands, and their vulnerability to 
depression (Bandura, 1991, p. 257).  
This is all to understand that the more a person believes they can achieve a goal, the more likely 
they are to persevere. 
The Systematic Typology of Work-History Motivational Patters (Figure 3.1) created by 
Murray et al. in 1971 is the second foundational concept that builds to the underpinnings of this 
research. This typology was created to measure what factors affected job change (not necessarily 
career change) by examining a person’s work history. The results of this study were analyzed 
using a four-quadrant grid. This grid was organized by the “location of the sources of forces of 
pressure which led to job changes…1) the self as a source… and 2) the environment (non-self)” 
(emphasis in original, Murray et al, 1971, p. 5). When there is low pressure from self and 
environment, a person experiences a Routine career. Experiencing high pressure from self and 
low pressure from the environment led to a Self-determined career; all the while, a person is 
found to have a Situationally determined career when they have low pressure from self and high 
pressure from the environment. Lastly, a person that has experienced high pressure from self and 











Schematic Typology of Work-History Motivational Patterns. (Murray el al., 1971).  
 
These ranges of high and low pressure from self and the environment are carried over to 
Thomas’s Typology of Career Changers (1980), an adaptation of Murray et al.’s 1971 typology. 
In Thomas’s model (Figure 3.2), he labels the self and the environment as pressures to change. 
Additionally, Thomas renames the typologies as follows: Routine > Drift-outs; Self-determined 
> Opt-outs; Situation-determined > Force-outs; and Accommodation > Bow-outs. These 
renamed categories are determined by a career changer’s motivation to change careers from 
themselves (self) and their surroundings (environment).  
 
Figure 3.2 




Working Theory and Hypothesis 
Taking these concepts into consideration, a combination of Self-Regulation and 
Typologies of Career Changers was used to frame the study. By positioning self-regulation 
between the low ends of self and environmental pressures of career changers, the model 
hypothesized that as self-regulation increases, pressures from self and pressures from the 
environment also increase (Figure 3.3).  
 
Figure 3.3 
Self-Regulation and Career Changer Typologies. 
 
More specifically defining the hypothesis, a student with increased self-regulation will 
use more Student Affairs services. Those services include the use of Student Affairs support 
services such as academic advising, career advising, workshops, readings newsletters, and 




Purpose of the Study. This study investigated the Student Affairs support services that 
enrolled career change Library and Information Science online master’s students used during 
their time in an online, synchronous master’s program. To corroborate the findings of the career 
change LIS students, an additional online, synchronous program at the same institution, 
MS/Human Resources, was also included in the study. With both programs being from the same 
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institution, focusing on the master program, holding their classes synchronously, and being a 
professional degree, these variables are constant in both groups.  
Past studies have only examined the motivations for LIS professionals to career change 
(Fikar & Corral, 2001; Hallmark & Lembo, 2003; Lambert & Newman, 2012; Deeming & 
Chelin, 2001; Hines & Baker, 2008; Raszewski, 2011). This study hoped to explore the services 
offered, used, and still needed by those enrolled in the required master’s degree to enter the 
profession.  
For the purpose of this study, a career changer was defined as those that have earned a 
bachelor’s degree; have been in a professional field for at least 5 years since earning a bachelor’s 
degree; and, with those 5+ years of experience coming from a field not closely related to 
librarianship (or the corroborating program of Human Resources).  
Practical Applications. By investigating the phenomenon of what services are offered 
and what services career change LIS and Human Resource students desire, findings can be 
shared with these professional programs that offer online degrees. These findings can help the 
retention of career change LIS and other professional students now more than ever. With the 
COVID-19 pandemic in full swing, the National Student Clearinghouse notes graduate 
enrollment up by 3.9% while undergraduate enrollments are down by 2.5% (Sedmak, 24 
September 2020). With this increase in graduate enrollment, it is important for programs to 
implement needed support services to aid in the retention of all adult learners in graduate 
programs. In 2003 Komives and Woodard noted that 
graduate schools and student affairs divisions created positions and programs designed to 
extend [student affairs] services previously offered exclusively or primarily to 
undergraduate students. Consideration was also being given to determining the 
appropriate scope, level, and delivery methods to offer services to students enrolled in 
distance education programs and other nontraditional programs (Komives &Woodard, 
2002, p. 79). 
Even though this statement was printed in 2003, there is still limited research on graduate student 
services and no discovered research on the retention of career change LIS professionals actively 
enrolled in an online program.  
Research Questions.  
Primary. What Student Affairs services influence the retention of adult learners, 





• What are the needs of career changers specifically in an online Library and Information 
Science professional online master’s program? 
• In what ways does a student’s level of self-regulation impact their use and need of 
Student Affairs services to be successful in an online, professional master’s program? 
• What current Student Affairs services are offered by Student Affairs personnel for adult 
learners in a professional online Library and Information Science master's program that 
are aimed at retention of the current career change students?  
• What strategies or services are still needed to increase the retention of career changers in 
online Library and Information Science master’s programs by Student Affairs personnel? 
Epistemology and Theoretical Perspective 
This research design follows Crotty’s (1998) outline of four elements to answer the four 
questions of what methods, methodology, theoretical perspective, and epistemology that make up 
the basic research process (Crotty, 1998) (Figure 3.4).  
 
Figure 3.4 
Four Elements of Research Design (Crotty, 1998). 
 
In alignment with the research questions to search for needs and strategies that will lead 
to the retention of career changer LIS students, the chosen epistemological assumption for this 
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research project was constructivism. Mary Lamon (n.d.) eloquently summarizes the core idea of 
constructivism as problem solving. Lamon (n.d.) observed that “as people solve problems and 
discover the consequences of their actions-through reflecting on past and immediate experiences-
they construct their own understanding” (para 1). Constructivism leads the researcher to look for 
the cross of multiple interactions instead of narrowly focusing on one single view (Creswell & 
Creswell, 2018). In this research, these multiple interactions might be the internal and external 
pressures from self and environment on career changers or it could be the available Student 
Affairs services versus the services that are not yet offered but are needed by the career change 
LIS student. In alignment with the idea of reflection in the constructivist theory, self-motivation 
from Bandura’s (1986) self-regulation concept identifies the process in which a person reflects 
on their attainment of previous goals to reset new, more lofty goals. 
Crotty (1998) identified three assumptions when discussing constructivism. Of these 
three, the second assumption was most relevant to this research project as it states:  
humans engage with their world and make sense of it based on their historical and social 
perspectives – we are all born into a world of meaning bestowed upon us by our culture. 
Thus, qualitative researchers seek to understand the context or setting of the participants 
through visiting this context and gathering information personally. They also interpret 
what they find, an interpretation shaped by the researcher’s own experiences and 
background (Crotty, 1998 in Creswell & Creswell, 2018, p. 8).  
In situating this assumption with the research at hand, these historical and social perspectives 
might be a career changer’s past experiences with Student Affairs services and whether they 
have had to use them before. Additionally, the context or setting of the participant could be made 
up of the other responsibilities such as full-time work, financial burdens, childcare, etc. All these 
aspects under consideration led to a discovered understanding of the career changer’s needs for 
retention in an online MS/LIS program using the constructivism worldview.  
 A theoretical perspective, as Crotty (1998) states “informs a range of methodologies” (p. 
3). For this research study, a phenomenology perspective informed the range of methodologies. 
Todres and Wheeler (2001) described phenomenology as “a tension between our reflective 
interests and the seamless flow of experiential happenings ‘about which’ one has questions…the 
task of phenomenology is to clarify the ‘life-world’” (emphasis in original, p. 3). When applying 
this theoretical perspective to the research question of retaining career change LIS students, there 
was the need for examining why a person career changes (reflective interests) and how they 
persist through an online professional master’s program (experiential happenings). Using 
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phenomenology, this research hoped to clarify what students needs are for success in specific 
programs that can then be shared and implemented in other online professional master’s 
programs for career changers as well.  
Methodology Choice 
Qualitative Approach. Qualitative studies, more commonly associated with social 
science research, gained popularity in the late 20th century as researchers realized the importance 
of individual meaning and reporting the complexities of a situation (Creswell & Creswell, 2016). 
Thomas and Magilvy (2011) described qualitative research as a “journey of explanation and 
discovery that does not led to stiff boundaries” (p. 151).  
As described by Merriam and Tisdell (2016), qualitative researchers “are interested in 
understanding how people interpret their experiences, how they construct their worlds, and what 
meaning they attribute to their experiences” (p. 6). In contrast to quantitative data – which uses 
numbers for analysis, qualitative research “uses words as data…collected and analyzed in all 
sorts of ways” (emphasis in original, Braun & Clarke, 2013, p. 3-4).  
A qualitative study looks to investigate the ways in which people understand the world, 
their lives, and social and cultural contexts (Merriam & Tisdell, 2016). According to Russ-Eft 
and Preskill, “it is a process for identifying themes and patterns in the data and then coding and 
categorizing these themes in an effort to understand and explain the phenomenon being 
evaluated” (2009, p. 365). With these findings, more than just researchers stand to gain from 
qualitative research. Silverman (2010) argued that qualitative research is also important for the 
needs of lay audiences, he noted that “the general public wants ideas for reform, suggestions on 
how to manage better and get better services, and assurances that others have shared similar 
experiences and problems to their own” (Silverman, 2010 in Bloor, 2016). In the case of this 
research study, the general audience was the Student Affairs professionals that work to aid in the 
success of career change Library and Information Science students, soon to be professionals, as 
they progress through their required master’s program.  
This research study was guided by the epistemology of constructivism, the 
phenomenology theoretical perspective, and a qualitative methodology. Using these guiding 
principles, the central research question sought to understand the needs of career change LIS 
professionals and the services offered by the Student Affairs departments within these MS/LIS 
online professional degree programs. To answer this considering the above principles, this study 
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identified a person’s ‘world’ as their online professional master’s program, their ‘lives’ as their 
desires and influences to succeed in the program, and their ‘social and cultural contexts’ as the 
various support services offered by Student Affairs professionals. The literature review identified 
qualitative methods as the most widely used methodology for examining adult learning and 
motivations for career changers.  
Other studies on retention (Boston et al., 2012, 2011), mentioned previously, do use 
quantitative methodologies. It was their intention to use these number driven methods to produce 
results of factors of retention. However, for this study, the goal was to blend multiple word 
sources such as interviews, content analysis, and open-ended interviews to create a specific 
background and understanding as it related to this phenomenon. 
Exploratory Case Study Design. As described previously, a qualitative methodology 
was used to frame the methods of the study; however, when considering the type of qualitative 
study to use such as Phenomenology, Grounded Theory, Ethnography, etc., an exploratory case 
study approach was the most appropriate to answer the exploratory research questions. A case 
study, as described by Creswell and Creswell (2018), is where the “researcher develops an in-
depth analysis of a case…that is bounded by time and activity” (p. 14). Additionally, Merriam 
and Tisdell (2016) note that a case study should include a finite number of participants. In this 
dissertation, the case is the examination of career changers in an online, synchronous MS/Library 
and Information Science program in a Research 1, Midwestern, public institution. For purposes 
of reliability, validity, and comparing, career change students in another online, synchronous 
program, MS/Human Resources, from the same institution was used in this exploratory case 
study to align or dispute data and findings from the LIS program. It was estimated that there 
would be 8 interviews with staff and between 15-25 student participants in the survey between 
both programs. The bounded time of this case study was the time of interviewing and surveying 
participants (December 2020 – February 2021). This allowed the researcher to capture 
participants enrolled for the spring 2021 term. The bounded activity was examining the currently 
enrolled students and their ideas on how graduate Student Affairs services aid in their retention 
to their respective programs of study.  
Two-Program Study. This case study was specifically organized as a single case study, 
but with subcases. These subcases are 1) the career change students enrolled in the MS/LIS 
program and 2) the career change students enrolled in the MS/HR program. With both programs 
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being from the same Midwest university, conducting their programs online, as well as being 
synchronous programs (classes are held each week which students must attend live), these 
factors are then said to be constant throughout both subcases. The largest difference between the 
two subcases were their educational content (library sciences vs. human resources). Other 
differences between the MS/LIS and MS/HR programs included the number of credits to 
graduate, 40 to 48, and the estimated time to degree, 2 years to 1.5 years, respectively. With the 
educational content being the major difference, it was the hope of this investigator that with the 
underlying similarities, the results would be similar in both programs.  
 Miles et al. (2014) noted that the more cases, or in this case subcases, that are involved in 
a case study, and the greater “range of similar and contrasting cases, we can understand a single-
case finding…We can strengthen the precision, the validity, and the stability of the findings” (p. 
33). If the findings aligned between both the MS/LIS and MS/HR online programs, it could be 
stated that the findings were then generalizable to both programs. If the findings did not align, it 
then might be stated that the findings for each program were not generalizable and might even 
only be relevant to these specific cases in the study at present.  
Strengths and Weaknesses of Qualitative Methodology. As with any decision-making, 
there are always strengths and weaknesses; deciding on a methodology is no different. When 
looking at the methodology of qualitative research, it is only newly accepted. Prior to the end of 
the 20th century, qualitative methods were not thought of as a rigorous research methodology, 
such as quantitative methodology. When describing qualitative methodology initially, Glaser and 
Strauss wrote The Discovery of Grounded Theory. From the perspective of Charmaz (2000), this 
book was “revolutionary” because  
[i]t challenged (a) arbitrary divisions between theory and research, (b) views of 
qualitative research as primarily a precursor to more “rigorous” quantitative methods, (c) 
claims that the quest for rigor made qualitative research illegitimate, (d) beliefs that 
qualitative methods are impressionistic and unsystematic, (e) separation of data collection 
and analysis, (f) assumptions that qualitative research could produce only descriptive case 
studies rather than theory development (p. 511).  
 
This above statement agrees to the challenges of qualitative methods by Glaser and 
Strauss.  
Russ-Eft and Preskill (2009) also supported the use of qualitative data analysis because it is a 
“systematic and rigorous process that should lead to results as credible and valid as quantitative 
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analysis procedures” (p. 365). This new lens of looking at qualitative research leads to a strength 
of being able to rigorously research a person’s life experiences using interviews, surveys, 
observations, and data analysis – not just being limited to analyzing numerical data (quantitative 
research). Another strength of using a case study for this research is that these research questions 
set in the larger context of career changers in general are unanswered. With the limited research 
on career changers, this study truly was exploratory, and therefore fit the parameters of a 
qualitative, exploratory case study. By using the case study methodology, rich descriptions were 
generated using the survey and interview data gathered from both programs.  
However, just as there are strengths to these methodologies, there are weaknesses too. A 
note from Glaser and Strauss on the shortcomings of quantitative methodology for social science 
researchers’ states that  
[m]any potentially creative students have limited themselves to puzzling out small 
problems bequeathed to them in big theories…[But] the masters have not provided 
enough theories to cover all the areas of social life…Further, some theories of our 
predecessors, because of their lack of grounding in data, do not fit, or do not work, or are 
not sufficiently understandable to be used and are therefore useless in research, 
theoretical advance and practical applications (Glaser & Strauss, 1967, p. 11).  
 
By conducting this exploratory research, this limitation of creativity was taken into 
account while exploring the staff and student responses to the research questions. This limitation 
of creativity might also be an influence for the lack of current research on career changers past 
their motivations. The subsequent research project looked to grow the data on career changers 
and expand the knowledge past motivations for career change. 
Qualitative research “requires time and a willingness to reflect on the data and their 
meaning” (Russ-Eft & Preskill, 2009, p. 365). As with other qualitative methodologies, case 
studies do require discipline and patience to work and rework the results to find adequate 
categories.  
Specific to this study, there were limitations in terms of time for data collection, no 
funding, and a pandemic approaching its one-year mark. These factors all contributed to the 
decision to conduct an exploratory case study using two programs at the same institution.  
Reflexivity 
Before moving on to the finer points of data methods and collection, it is important to 
understand the researcher’s reflexivity in this project. Reflexivity is “the process of a continual 
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internal dialogue and critical self-evaluation of researcher’s positionality as well as active 
acknowledgment and explicit recognition that this position may affect the research process and 
outcome” (Berger, 2015, p. 220). Reflecting on my situatedness within this research, I am an 
academic advisor for the Library and Information Science program in this study; thus, I directly 
advise some of the students who have participated in this study. Additionally, I assist with the 
creation and implementation of our Student Affairs support services such as advising, workshop 
planning, and the weekly newsletters. This position might affect the information that some of 
these participants were willing to share. Lastly, I, myself, am an enrolled student in an online 
program while working full-time; however, I did not consider myself a career changer as by my 
definition put forward for this study. 
While outlining the specific data collection plan, there were further instructions included 
of how I worked to understand my reflexivity and mitigate this potential interference. Yet, on the 
positive side, I am an advisor and understand the needs of students and the limitations when it 
comes to offering a large amount of support services by a single department. While my personal 
views were analyzed during this research project, I was sure to check that I actively interpreted 
data instead of pulling from my own assumptions as the central frame of data and analysis.  
Methods of Data Collection 
This research study utilized triangulation by using three different research methods, and 
in doing so, supported a case study by creating thick descriptions of the program services under 
review.  
Content Analysis. The first method deployed for this study was a conventional content 
analysis. As the research on this topic is limited and the aim of this study was to describe the 
phenomenon of what is needed for retention, a conventional content analysis was appropriate 
(Hsieh & Shannon, 2005).  Conventional content analysis avoids using preconceived categories 
(Kondracki & Wellman, 2002) when analyzing data. The foundational assumption is that these 
categories emerge from the data (Hsieh & Shannon, 2005). The content under examination was 
the information uncovered on the participating programs’ websites and mailings regarding 
services offered to students directly through the LIS or HR departments. All services from 
formal advising and mentoring programs to informal student gatherings and support groups were 




The benefits of using a conventional document analysis were that this method was more 
efficient than other methods (Bowen, 2009) such as interviews where a transcription needs to 
happen before analysis can begin. Other advantages of content analysis included its availability 
and cost-effectiveness (Bowen, 2009). With the documents to be reviewed publicly available, 
there was no cost associated with this method collection process. Lastly, content analysis offers 
an exactness in that names, references and event details are all included (Yin, 1994). One 
limitation of content analysis was that this content was created not for the purpose of research, so 
some data might have been missing or a full picture lacking to be able to answer a research 
question on its own (Bowen, 2009). Other disadvantages to using content analysis were that 
content might have been blocked or moved from the researcher (Yin, 1994) or there may be an 
incomplete collection of documents that lead to “biased selectivity” (Yin, 1994, p. 80). 
Considering these advantages and despite these flaws, conventional content analysis was the first 
method deployed in this research agenda.  
Staff Interviews. The second method of data collection used in this research study was 
semi-structured interviews. Aligning with the constructivist epistemology, phenomenological 
theoretical perspective, and qualitative/case study methodology, semi-structured interviews were 
conducted with current staff in the LIS and HR programs. The general program positions of 
administration, advisor, career services, and admissions were interviewed. By conducting these 
interviews, it allowed for the connection of “objective facts, subjective experience, and authentic 
feelings” (Talmy, 2011, p. 26).  As these research questions did not lend themselves to 
observations of ‘retention’, interviews were used to gather this data that is “in and on someone 
else’s mind” (Patton, 2015, p. 426). On the topic of interviewing, Patton (2015) also explains: 
We interview people to find out from them those things we cannot directly observe…we 
cannot observe feelings, thoughts, emotions, and intentions [retention]. We cannot 
observe behaviors that took place at some previous point in time. We cannot observe 
situations that preclude the presence of an observer. We cannot observe how people have 
organized the world and the meanings they attach to what goes on in the world. We have 
to ask people questions about these things.  
The purpose of interviewing, then, is to allow us to enter into the other person’s 
perspective (p. 426).  
 
 Considering this perspective on interviewing, this research used semi-structured 
interviews with staff of the two online, synchronous professional MS programs. In these 
interviews, the staff was asked about their experiences with career changers, their beliefs on the 
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needs of career changers, how these specific students tend to interact with the Student Affairs 
professionals/services, and what they believed they still need to offer to enhance the retention 
and graduation of career change LIS/HR students to become career change professionals.  
 Interviewing is most widely used for qualitative studies on adult learners and career 
changers (Bauer et al., 2017; Hendley, 2017; McNair, 2014;), it has its strengths and weaknesses 
to contend. Russ-Eft and Preskill (2009) note that disadvantages of interviews include 
interviewees interpreting the same questions in different ways, the expense of interviews, more 
time to transcribe interview data before beginning analysis, the interview requires skilled and 
trained interviewers, and scheduling difficulties between both parties. Despite these 
disadvantages, advantages of interviewing by Russ-Eft and Preskill (2009) include: interviewees 
providing more in-depth information than other methods, a personal connection can be made to 
the interviewee which could enhance the data collected, visual cues and tone can be collected in 
addition to the verbal data, the possibility of leading to unexpected information, most 
interviewees will complete the entire interview as opposed to starting and stopping a survey, and 
lastly an interview ensures the interviewer will be able to gather answers to all of their questions.  
Student Survey. The final method utilized in this methodology, and that allowed for 
triangulation, was surveying students using a questionnaire with open- and closed-ended 
questions. Should additional data or clarification from the surveys have been needed, Appendix J 
outlines potential questions for consideration. Merriam and Tisdell (2016) proclaim that “survey 
research describes “what is”; … how variables are distributed across a population or 
phenomenon” (p. 5). According to Fowler (2008), surveys are used to provide a description of 
trends, attitudes, and opinions of populations by studying a smaller sample of the intended 
population. In qualitative research, the researcher’s focus is to “understand how people interpret 
their experiences, how they construct their worlds, and what meaning they attribute to their 
experiences” (Merriam & Tisdell, 2016, p. 6). Supporting this underpinning of qualitative 
research, Merriam and Tisdell also note that survey “designs are intended to systematically 
describe the facts and characteristics of a given phenomenon or their relationships between 
events and phenomena” (2016, p. 5).  
To recruit the students for this survey, the survey was distributed to all online students in 
the LIS/HR programs through each program’s online student email lists. It was delivered to them 
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prior to the start of the spring 2021 term with two reminder emails. Additionally, for the LIS 
program, reminders were also posted to a private Facebook group for students.  
The students of interest for this survey were career changer LIS/HR students who were 
enrolled in the current term (can be first term through last term). The survey (Appendix I) 
opened with a screening page to determine if the participant meets this study’s definition of 
career changer. Demographic questions as well as a question on program enrollment and how 
many credit hours the student had completed were also asked in the survey in order to make 
comparisons between newer students and those closer to graduation.  
This student questionnaire was made up of multiple parts to understand the respondents’ 
experiences of being a career change LIS/HR student and how they construct meaning of what 
they need for success in their program. The first segment of the questionnaire included open-
ended questions. These questions asked about motivations for career change. These motivational 
questions were used to plot each respondent on Thomas’s (1980) Career Changer Typology 
graph. Next, a question was asked regarding their satisfaction with offerings of their respective 
program’s Student Affairs services, and questions regarding what they believe they still need in 
order to graduate as a career change LIS/HR professional in an online professional master’s 
program.  
The next portion of the questionnaire included a ‘check all that apply’ section as it 
pertained to services offered by the Career Services, Advising, and Recruitment/Admissions 
personnel in each program. Each student checked all they had participated in and then from those 
selections in each Student Affairs category, selected the most important service or program that 
has led to their continued enrollment.   
The last segment of the questionnaire asked participants to take the Self-Regulation 
Questionnaire (SRQ) (Brown et al., 1999) - a pre-developed survey. This questionnaire gave 
each participant a score based on their level of self-regulation. The higher the score, the higher 
the level of self-regulation. With this score, participants were grouped with participants of 
similar scores for comparison. These questions allowed the researcher to gain a better insight in 
determining if these programs were helping students persist in their respective programs. 
In accordance with the other methods and methodologies, surveys also have advantages 
and disadvantages of implementation. Russ-Ert and Preskill (2009) note advantages of surveys to 
be their inexpensiveness as compared to other methods, the ease of delivery for populations that 
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are not geographically centralized, questions being presented in the same order and manner thus 
reducing interviewer bias such as in an interview, ease of analysis of the closed-ended questions, 
the increased comfort level of some respondents to answer honestly without the presence of the 
interviewer, and lastly the opportunity of the survey to obtain a sample representative of the 
population. In contrast, limitations of the survey method include low response rates, issues with 
reliability and validity as respondents might not interpret each question the same, limitation of 
sample due to illiteracy or language barriers, unclear identity of the survey respondents, finding 
time and skill to write accurate questions for the questionnaire, and lastly not having the 
opportunity to probe respondents as would be possible in interviews (Russ-Ert & Preskill, 2009).  
Setting 
The setting for the exploratory case study is at a Research 1, midwestern, public 
university. Within this institution, two degree programs participated: MS/Library and 
Information Science and MS/Human Resources. As of fall 2020, the MS/LIS program had 367 
students enrolled in the online program and the MS/HR program had approximately 70 students 
enrolled in their online program. The MS/Library and Information Science program has 
consistently been ranked #1 by peers of all the Information Science programs in the United 
States (U.S. News & World Report, n.d.). In the MS/LIS program, the Student Affairs team 
pertinent to this study consisted of one Assistant Dean for Student Affairs, two academic 
advisors, an Assistant Director of Career Services, and an Assistant Director of Employer 
Relations. Additionally, there was an Admissions and Recruitment department that contained 7 
employees. In the MS/HR program, their staff relevant to this study consisted of a Dean, an 
Assistant Dean, an Associate Director of Graduate Online Programs, an Online Graduate 
Programs Career Consultant.  
Participants 
 The sampling for this study was purposeful. According to Patton (2015), purposeful 
sampling is used because it reflects “what is typical, normal, and average” (p. 268). In this 
specific case study, a two-tier sampling method was utilized. Merriam and Tisdell (2016) note 
that within a two-tier sampling the first tier is the case and the second tier is the specific sample 
within the case. For this study, the first tier was to examine career changers. Then, the second 
tier was the selection of the two programs (MS/LIS & MS/HR). Within these programs, a 
purposeful student and staff sample was recruited. This included recruiting to all career changers 
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in both online programs. Additionally, the purposeful sample of staff was selected because these 
positions are the norm in a typical MS, online program at a R1 university.  
Program Staff. The recruitment efforts for staff from both programs was targeted due to 
the nature of specific positions, their role as key informants, and their direct work with 
prospective and current career change students. Table 3.1 lists the comparison of staff between 
the two programs. The direct recruitment was in the form of an email (Appendix A) to the 
positions listed in Table 3.1. This email was be distributed in December 2020.  
 
Table 3.1 
Alignment of Programming Staffing according to Subject Matter Expertise 
MS/LIS Subject Matter MS/HR 
Assistant Dean for Student 
Affairs 
Administration Dean 
Assistant Director of MS/LIS 
Advising 
Advising 
Associate Director of Graduate 
Online Programs 
Assistant Director of Career 
Services 
Career Services 
Online Graduate Programs 
Career Consultant 
Recruitment and Yield 
Specialist 
Admissions Assistant Dean 
 
By using the program staff, a major challenge was to ask the interviewees to be sure they 
were speaking about career changers and not just generalizing. It was made clear at the start of 
the interview that if they could not answer any of the questions with career changers in mind that 
they let the interviewer know. Being able to differentiate between general answers and answers 
specifically focused on career changers was important as it allowed the study to ensure its focus 
was on career changers. 
Students. The career change students in the MS/LIS and MS/HR programs were 
recruited via email (Appendix B) in mid-January 2021. The recruitment email was sent to all 
students in the two online programs. After the consent page (Appendix D) in the survey, there 
was a screening page with the requirements for ‘career changer’ as they applied to this study. 
Once the student passed the screening questions, they were directed to the actual survey 
(Appendix I). 
 When working with career change students, one limitation that was kept in mind was all 
students had different experiences before entering their new professional master’s program. With 
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this vast array of experiences, it was important that the survey was clear cut, had boundaries for 
each question, and yet allowed for each participant to fully respond in detail.    
Consent Procedures 
 The recommended procedures for participant consent via the Institutional Review Board 
were adhered to during this study. These procedures included presenting the consent form before 
the formal interviews or survey and sending a copy of the consent form to the participants after 
their participation.  
Privacy 
 To ensure the privacy for those interviewed, a pseudonym was assigned at the conclusion 
of the interviews to protect the identity of the individuals (Creswell & Creswell, 2018). This 
pseudonym key was kept separate from the data collected and analyzed. Additionally, the survey 
system (SurveyMonkey) collected direct identifiers only if the participant opted to do so. This 
information was immediately separated from the data and kept with the pseudonym key, away 
from the data in a secure location. The data themselves were stored on a secure program 
approved by the university.  
Data Analysis Plan 
Creswell and Creswell (2018) indicated that a case study analysis is detailed and analyzes 
the “data for themes or issues” (p. 198). In order to do this accurately, a tiered analysis process 
was used to analyze the data from both cases of the MS/LIS and MS/HR programs. 
With-In Case Analysis. For each of the individual subcases (MS/LIS and MS/HR), all 
relevant materials were gathered as recommended by Merriam and Tisdell (2016). This data was 
then gathered and organized into a case study database (Yin, 2014), using Word, to allow all data 
to be easily accessible when needed. After all data was into the case study database, the data was 
organized thematically as suggested by Russ-Eft and Preskill (2009). The data was sorted by the 
MS/LIS and MS/HR programs. This initial sorting allowed for a with-in case analysis – treating 
each subcase as its own comprehensive case (Merriam & Tisdell, 2016).  
 The inductive analysis of each case began by using Word to extrapolate the Student 
Affairs services from each program’s available websites during the content analysis step. This 
step directly aided in answering the secondary research question of the currently available 
Student Affairs services offered to students.  
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 Next, analyzing the staff interviews consisted of discovering categories from the data at 
hand. This coding process was manual. This approach is appropriate for this topic because no 
other framework was discovered for aiding in the coding of this material (Russ-Eft & Preskill, 
2009). It is recommended by Saldana (2016) that multiple rounds of coding, categorizing, and 
theme identification occur to ensure that the best possible overarching themes and categories 
emerge from the data. This recommendation was followed and in vivo, structural, holistic and 
magnitude coding techniques were used in both the first cycle and second cycle coding. 
 Furthermore, the student survey was analyzed using two techniques. First, for the open-
ended questions, they were analyzed in the same manner as the interviews described above. For 
the closed-ended questions specifically about career change motivations and their scores on the 
Self-Regulation Questionnaire, analysis was done using existing frameworks. For the SRQ, a 
grading scale was provided by the authors, Brown et al. (1999). For a score of greater than or 
equal to 239, those in this range are rated as ‘High (intact) self-regulation capacity (top 
quartile)’. Those that score 214-238 are then said to be of ‘Intermediate (moderate) self-
regulation capacity (middle quartiles)’. Lastly, if a participant scores equal to or less than 213, 
they are ‘Low (impaired) self-regulation capacity (bottom quartile)’. 
To graph a participant’s motivations for career change, there was an open-ended question 
and a closed-ended question for each of the self and environmental factors for career change. 
After writing their motivations in an open-ended question, they were asked to rank their 
motivations as either ‘high’ or ‘low’ for their ‘pressure from self to change’ and ‘pressure from 
environmental factors’. Using responses regarding motivations for career change, each 
participant was plotted on the Career Changer Typology graph (Figure 2.8). 
 Finishing the analysis of the student surveys, the responses regarding what specific 
Student Affairs events or services are most utilized and found to be most helpful were analyzed 
using descriptive statistics. This specific step directly answers the secondary research question of 
what strategies or services are still needed for the retention and success of career change 
students.  
Cross-Case Analysis. After each subcase was analyzed, both programs were brought 
together for comparison. As Merriam and Tisdell (2016) indicate, “[a] qualitative, inductive, 
multicase study seeks to build abstractions across cases” (p. 234). Supporting this cross-case 
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analysis, Yin (2014) indicates that although specific details may be different between cases, the 
researcher works to find a general explanation that works for all subcases in the case study.  
The self-regulation of career changers in each program were compared to the 
amount/variety of Student Affairs services used. Additionally, themes from the staff interviews 
were compared for similarities and differences between the two online professional master’s 
programs. By conducting this type of cross-case analysis, the researcher hoped the MS/HR 
program would support the findings from the MS/LIS program in all primary and secondary 
research questions.  
Reliability and Validity 
 To ensure qualitative reliability, Gibbs (2007) recommends constant checks by the 
researcher throughout the research process using various procedures. In this study, qualitative 
reliability is ensured by multiple checks:  
• Triangulation – this study employed content analysis, staff interviews, and student 
surveys to collect and aggregate data 
• Member checking – after each interview, the researcher sent the transcript to the 
interviewee for verification 
• Researcher Bias – the researcher has indicated their reflexivity 
• Discrepant information – this researcher has shared all results, not just the portions that 
align between the two programs or support the research questions 
To ensure qualitative validity, or consistency between different projects, Yin (2009) 
recommends that researchers document their processes for the case study in detail. For ensuring 
validity in this study, the researcher kept an electronic journal about details of the case study 
including IRB approval process, recruitment, participant participation, and data analysis. 
Each of these above steps were taken in each individual subcase of this large case study. By 
including the MS/HR program, the researcher hoped that this will increase the validity of the 
entire study. By being able to show that the results from each subcase align while following the 
same protocols, the MS/LIS findings would be supported and therefore more generalizable to 





Implementation Plan and Timeline 
Table 3.2  
Implementation Plan and Timeline 





Appendix A Email MS/HR & 
MS/LIS staff 
If no approval in 7 






Appendix C, E, 
F, G, & H 
Using Zoom, 
schedule and conduct 
interviews 
Send thank you email 
with interview 






Program websites Curate list on Word 
of advertised Student 
Affairs 
programs/services  
Provide list to Student 






Appendix B, D, I Email SurveyMonkey 
to MS/LIS & MS/HR 
staff for distribution 
on listservs to online 
students 
Send two follow-up 












Send thank you email 
with interview 
transcription asking for 
verification 
Data Collection Instruments 
• Appendix A: Staff Interest Email 
• Appendix B: Student Interest Email 
• Appendix C: Staff Interview Consent Form 
• Appendix D: Student Survey Consent Form (was embedded in the survey) 
• Appendix E: Staff Interview Questionnaire – Admissions 
• Appendix F: Staff Interview Questionnaire – Advising 
• Appendix G: Staff Interview Questionnaire – Career Services 
• Appendix H: Staff Interview Questionnaire – Administration 
• Appendix I: Student Survey 
• Appendix J: Optional Student Interview Questionnaire  
IRB Documentation  




CHAPTER 4: ANALYSIS AND FINDINGS 
Overview 
The analysis and findings in this chapter are guided by a qualitative case study with two 
subcases: MS/Library and Information Science and MS/Human Resources. Both degree 
programs are from the same R1, midwestern, public university. The addition of the MS/HR 
degree was for strengthening the case study as both programs are designed as online, 
professional, synchronous master’s programs. For both programs, a document analysis was 
conducted on the available Student Affairs services offered to online, career change students. 
Next, four interviews were conducted with key informants in each program who work with 
career changers in their respective online programs (Table 3.1). After the document analysis and 
key informant interviews, student surveys were distributed to all students in the online programs 
with career changers as the targeted population.  
 Per Yin’s (2009) recommendation, a journal was kept during the entire data collection 
and analysis phase. This journal aided the researcher with points of interest during analysis as 
well as being able to analyze each sub-case in an identical manner. Upon completion of the data 
collection methods, data analysis was conducted using two cycles of coding on the interviews 
and open-ended survey questions as well as descriptive statistics for the survey results. 
Additionally, participants were plotted along the Career Changer Typology (Figure 2.8) graph 
using the indications of levels of motivation between internal/self and external/environmental 
pressures. The following analysis worked towards directly answering the primary and secondary 
research questions of this study. These results are presented in a case study format by using rich 
descriptions and descriptive statistical analysis. 
Primary Research Question:  
• What Student Affairs services influence the retention of adult learners, specifically career 
changers, in online Library and Information Science master’s programs? 
Secondary Research Questions: 
• What are the needs of career changers specifically in an online Library and Information 
Science professional online master’s program? 
• In what ways does a student’s level of self-regulation impact their use and need of 
Student Affairs services to be successful in an online, professional master’s program? 
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• What retention strategies are offered by Student Affairs personnel for adult learners in 
online Library and Information Science professional master's programs?  
• What strategies or services from Student Affairs personnel are still needed to increase the 
retention of career changers in online Library and Information Science master’s 
programs? 
 
This research also sought to aid in the acceptance or rejection of the hypothesis: online 
MS/LIS students who are changing career fields will need and utilize more Student Affairs 
services based on their amount of self-regulation. Specifically, the more self-regulated a career 
change LIS student is, the more they will use and need student services such as academic 
advising, workshops, career services, etc. 
Data Collection 
Staff Interviews. The descriptive statistics of the MS/LIS and MS/HR staff members 
interviewed for this study can be found in Table 4.1 and Table 4.4, below. These eight staff 
members acted as key informants and subject matter experts on career changers in their 
programs. In addition to the subject matters listed, participants also had experience with teaching 
and instruction and technology design services.  
The interviews were scheduled between Friday, December 16 and Tuesday, January 5. 
The interviewer used a semi-structured interview guide while virtually meeting with the subject 
matter experts. After receiving permission to record each of these sessions, live transcript was 
enabled on each interview. During each interview, the interviewer took notes to accompany the 
transcript to highlight recurring themes, as well as to jot down follow-up questions, and to act as 
a back-up should the technology malfunction when revisiting for analysis.  
Appendices E, F, G, and H outline the open-ended questions asked to each interviewee. 
These questions asked about their previous experiences with career change students, their 
thoughts on the current line-up of available Student Affairs services as well as what additional 
services they would add if they had unlimited resources.  
Survey Instrument. The survey used in this study was created on Survey Monkey 
(Appendix I). After drafting, the survey was sent to an academic advisor not involved with this 
research to check the survey logic, spelling, etc. The survey itself was distributed as a private 
link to the online students in the two programs via email (Appendix B) to the respective online 
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listservs. These emails were sent to the student population by the MS/LIS and MS/HR subject 
matter experts on academic advising.  
Once clicking on the survey link, the study consent page was displayed. It was required 
that participants clicked ‘Agree’ before they could continue with the study. The next page was a 
screening page in which participants were asked to provide their bachelor’s degree field of study, 
how many years they have been in a profession outside of their current online master’s field [0-4 
years, 5+ years], and what their profession was before entering the online program. The 
participants were required to answer all three of these questions and must have answered [5+] in 
their years of previous experience in order to continue their participation in the study. The 
remaining questions of the survey were all optional. Next, demographic questions such as age, 
gender, race/ethnicity, and additional post-graduate education were asked. Ensuing, open-ended 
questions asked participants to briefly tell of their internal/self-motivations and 
external/environmental motivations for this career change as well as any hesitations they have or 
had about career changing. In order to chart responses on the Typology of Career Changers 
graph (Figure 3.2), participants selected either [High] or [Low] for internal/self-motivations and 
external/environmental motivations of career changing.  
The second portion of the survey aimed at answering the research question of what 
Student Affairs services were used, were still needed, and what services they found most helpful 
in their retention. First, participants were asked to identify their program of study [MS/Library 
and Information Science, MS/Human Resources]. Progressing, they were asked how many hours 
they had completed in their respective programs [0; this spring will be my first term, 1-8, 9-32, 
33+]. For each program, services were divided into three categories 1) Admissions/Recruitment, 
2) Career Services, and 3) Academic Advising. In each category of Student Affairs services, 
participants were asked to check all they had attended from an exhaustive list of services offered 
to them from their respective program. In each category, they could also choose [I did not 
participate, I was unaware of any of the services]. Then, they were asked to select the “one item 
in this category in which you feel aids most in your continued enrollment”. Once finished 
answering questions about the current Student Affairs services provided, participants were asked 
open-ended questions regarding how all of the programs and services they have participated in 
have aided in their continued enrollment, if they feel any other events or services should be 
offered, and if there was anything else they wanted to share regarding Student Affairs services 
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and their retention in their respective programs. To end this section of the survey, a question was 
asked of all students, in both programs, about their involvement in student group events.  
Lastly, all participants were asked to complete the 63-question Self-Regulation 
Questionnaire (SRQ) previously developed by Brown et al. (1999). Those that scored greater 
than or equal to 239 are scored as having high self-regulation, those that score 214-238 have a 
moderate amount of self-regulation, and those that score equal to or below 213 have low 
amounts of self-regulation. The scoring of this SRQ allowed the researcher to compare these 
results to the average number of Student Affairs services a student used in order to evaluate the 
plausibility of the hypothesis. 
Overall, there were 65 survey respondents. However, only 41 total responses were used 
in the study. The exclusion rationale of the remaining 24 follows. One respondent did not agree 
to the study consent form, 8 selected 0-4 years of professional experience, 7 agreed to the study, 
but did not continue past the consent form, and 4 provided demographics, but did not go further. 
There was also a case where two students from the MS/HR program completed the full survey 
but indicated this was not a career change in the open-ended responses – their data have been 
excluded from this survey. Additionally, an MS/LIS respondent first selected 0-4 years of 
experiences, but then later completed the full study with 5+ years of experience. Due to this 
conflict of results, these data have also been excluded from the analysis.  
Sub Case #1: MS/Library and Information Science 
Participants 
The specific MS/LIS staff included in this study can be found in Table 4.1. Between the 













MS/LIS Staff Member Descriptive Statistics 





Assistant Dean for 
Student Affairs 
Female 13 Administration 
Emily MS/LIS 
Assistant Director of 
MS/LIS Advising 
Female 13 Advising 
Molly MS/LIS 
Assistant Director of 
Career Services 
Female 6 Career Services 
Melissa MS/LIS 
Recruitment and Yield 
Specialist 
Female 1 Admissions 
Note. *All names are pseudonyms to maintain the confidentiality of the participants. 
  
Students in the online MS/LIS program were recruited through two emails to the online 
student listserv as well as two reminders in a private Facebook group. The survey was open 
January 18-24 and outlined the requirements for a career changer as: earning a bachelor’s degree, 
having 5+ years of professional experience, and those 5+ years of experience being outside of 
the library science field. It is estimated that of the 367 students in the online program, 20% do 
not have any library science experience, this leaves a possible 75 students eligible for the survey. 
It also must be noted that of these 75 students who have no library experience, they may be 
coming straight from an undergraduate program, therefore, the total number of possible survey 
participants is estimated to be less than 75. At the completion of the survey, there were 30 
MS/LIS responses for a total response rate of 40% from the MS/LIS program (Table 4.2). One of 
these responses did not complete the SQR and another did not complete the SQR or Student 
Affairs services portion, but their results from the remainder of the survey portions were 
included when applicable.  
 The respondents of the MS/LIS survey identified as 23.3% racial or ethnic minorities. 
Since 2018, the MS/LIS program has had an average of 22.2% of all students in the program 
(online and on-campus) identify as non-white. Regarding gender make-up, since 2018 the 
MS/LIS program shows 78.2% of students identify as female. In this survey, 86.6% of 
respondents identify as female. The demographics from the survey appear to generally be 
representative of the MS/LIS program itself.  
 This current study found the average age of respondents to be 33-37 years old, with the 
age range being from 28-57 years old. And, 50% of respondents had earned a degree beyond 




MS/LIS Participant Demographics 
    
Participant Age Gender 
Race/ 
Ethnicity 
Bachelor’s Past Professions 
Additional 
Degree(s) 






P2 43-47 Male White Marketing Data Analyst  - 




P4 28-32 Male White Philosophy Program Manager  - 








P7 33-37 Female 















MA - Public 
Relations 
P9 33-37 Female White Computer Science IT Project Manager 
MS - Information 
Technology 
P10 33-37 
Prefer Not to 
Answer 
Black or African 
American 
English Carpentry 
MS - Information 
Science 







P12 33-37 Female 








P13 38-42 Female White Public Affairs  
Naturalist and Park 
Assistant Manager  
 - 
P14 33-37 Female 
Multiracial or 
Multiethnic 
Law Attorney JD 
P15 28-32 Female White English  
Marketing and 
Communications 




Table 4.2 (cont.) 
MS/LIS Participant Demographics 
    
Participant Age Gender 
Race/ 
Ethnicity 
Bachelor’s Past Professions 
Additional 
Degree(s) 
P16 53-57 Female Asian Earth Science Researcher 
PhD - Science 
Education 
MS - Applied 
Cognitive & 
Neuroscience   
MS - Emerging 
Media & Comm 
P17 33-37 Male White Communication College Admissions 




P18 28-32 Female White 
Applied 
Communications 
Marketing  - 
P19 33-37 Female White 
Elementary 
Education 








MS - Aeronautical 
Science 
 















P23 48-52 Female White 




MA - Art History 










Table 4.2 (cont.) 
MS/LIS Participant Demographics 
    
Participant Age Gender 
Race/ 
Ethnicity 
Bachelor’s Past Professions 
Additional 
Degree(s) 




PhD - Microbiology 
and Molecular 
Genetics 
P26 33-37 Female White Acting/Education Education  MA - Theatre Arts 





P28 33-37 Female White Music Therapy Music Therapist  - 
P29 33-37 Female 























MS/LIS Student Affairs Services  
 From the data analysis as well as the interviews, a list of available services offered 
through MS/LIS Student Affairs was developed. Table 4.3 lists each event or service that is 
offered by admissions/recruitment, career services, and academic advising. 
 
Table 4.3 
MS/LIS Student Affairs Programs and Services by Category 
Admissions/Recruitment 
Prospective Student One-on-One Meeting Prospective Student Info Session 
Admitted Student Info Session Connecting with iSchool Ambassadors 
iSchool ‘Visit’ Webpage iSchool ‘Degree & Program’ Webpage 
Emailing Specific Questions Calling with Specific Questions 
Career Services 
Advising Appointment – Resume & Cover Letter Advising Appointment – General Career Services 
Advising Appointment - Practicum Advising Appointment – CPT/OPT 
Alumni Panels Career Fair Prep Workshops 
Career Fairs Job Search Support Group (partnership with the 
graduate college) 
Summer Workshop Series Student Showcase 
iSchool Mentor Match Program Career Services Wiki pages 
Career Services Recorded content (videos, 
workshops, etc.) 
Career Opportunities Newsletter 
Virtual Networking 101 Series (to be held in 
January 2021) 
Emailing Specific Questions 
Academic Advising 
General Academic Advising Appointment (not 
including required New Student Appointment) 
Drop-in Phone Call 
Emailing Specific Questions Informal Goal Setting on Padlet 
Wiki Advising pages Advising Recorded Events (videos, workshops, 
etc.) 
New Student Orientation/Welcome Weekend Thesis, Independent Study, Practicum Workshop 
Course Preview/Registration Refreshers Workshop IgNIGHTS 
Weekly Newsletter Cohort Connections/Community Connections 
Courses & Coffee with [Advisor] & [Advisor] MS/LIS Student Course Info Share 
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 This research has found that in the MS/LIS admissions and recruitment office there are 
three full-time staff members that are able to offer eight services or programs each term. In the 
career services office, there are two full-time staff and one graduate assistant that host 16 events 
or services. And, two full-time advisors and one graduate assistant host 14 events or services 
each semester. It is important to note that although these personnel listed are primarily 
responsible for implementing these specific services, there is a collaborative effort from all 
Student Affairs personnel on many of the events.  
Sub Case #2: MS/Human Resources 
Participants 
The specific MS/HR staff included in this study can be found in Table 4.4. Between the 




MS/HR Staff Member Descriptive Statistics 





Associate Dean for Online 
Graduate Education and 
Associate Professor 
Male 11 Administration 
Rosie MS/HR 
Associate Director of Graduate 
Online Programs 
Female 2 Advising 
Heather MS/HR 
Online Graduate Programs 
Career Consultant 
Female 2 Career Services 
Clarissa MS/HR Assistant Dean  Female 22 Admissions 
Note. *All names are pseudonyms to maintain the confidentiality of the participants. 
 
Current students in the online MS/HR program were recruited through three emails to the 
online student listserv on January 8, 19, and 26. The survey was open January 8-28 and outlined 
the requirements for a career changer as: earning a bachelor’s degree, having 5+ years of 
professional experience, and those 5+ years of experience being outside of the human resources 
field. It is estimated that of the 70 students in the online program, 33% do not have any human 
resource experience, this leaves a possible 24 students eligible for the survey. At the completion 
of the survey, there were 11 completed responses for a total response rate of 45.8% from the 
MS/HR program. Additionally, one respondent took the survey, but did not complete the Self-
73 
 
Regulation Questionnaire. Because of this, their responses were analyzed in terms of motivation 
for career change and program satisfaction, but not included in the analysis of Student Affairs 
services used. Table 4.5 describes respondents age, gender, ethnicity or race, earned bachelor’s 
degree, past profession, and if they have earned any degrees beyond their bachelors before 
enrolling in the MS/HR program. 
 
Table 4.5 
MS/HR Participant Demographics 
Participant Age Gender 
Race/ 
Ethnicity 
Bachelor’s Past Professions 
Additional 
Degree(s) 
P1 - Female 
Prefer not 
to Answer 
English Healthcare Director MBA 

































Psychology Case Management -- 







P8 33-37 Female White Journalism Human Resources  
P9 33-37 Female White Social Work School Social Worker MSW 
P10 28-32 Male White Psychology Zookeeping - 




Psychology Route Sales - 
 
Of the MS/HR respondents, 45.5% identified as a minority. The MS/HR program notes 
that 37.5% identify as a minority. The average age of this respondent pool is 33-37 with the age 
range being from 23-52 years old. Regarding gender, 81% identified as female. This aligns with 
the MS/HR program as 75% of the program identifies as female. Additionally, 36.3% of students 




MS/HR Student Affairs Services  
 From the data analysis as well as the interviews, a list of available services offered 
through MS/HR Student Affairs was developed. Table 4.6 lists each event or service that is 
offered by admissions/recruitment, career services, and academic advising. 
 
Table 4.6 
MS/Human Resources Student Affairs Programs and Services by Category 
Admissions/Recruitment 
Emailing Specific Questions Calling with Specific Questions 
Program Website Connected with Current Student/Alum of the 
Program 
Career Services 
One-on-One Career Services Advising 
Appointment 
Group Workshops (Drop-ins) 
Alumni Panels – Live Alumni Panels – Recordings 
Plan to Attend Alumni Networking Trips/Meet-Ups Lunch with a CHRO 
Academic Advising 
Academic Advising Appointment Emailing Specific Questions 
Calling with Specific Questions New Student Orientation  
  
 This research has found that in the MS/HR online program there is one career services 
persons, an advisor, admissions personnel, and an alumni relations person who work together to 
collaboratively produce the above listed 14 programs and services.  
Analysis and Findings  
After sharing the individual program demographics, below will be a brief comparison of 
program demographics. Moving forward, the analysis shows that the variance between programs 
is minimal. Therefore, the findings presented below are presented as one, singular case. When a 
variance does occur, it will be noted and further explained at that time.  
Case Demographics 
With interviewing the eight key informants and subject matter experts, 70 years of 
experience was totaled between both programs. In addition to the noted subject matters of 
administration, advising, career services, and admissions there was also knowledge and 
experience shared from the vantage point of teaching and instructional technology and design. 
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Cumulatively, the average participant of this survey was female, white, and between the ages of 
33-37 years old. Graph 4.1 shows the demographics of race/ethnicity by program. Graph 4.2 






























































Career Changer Needs 
Sub-Question #1: What are the needs of career changers specifically in an online Library and 
Information Science professional online master’s program? 
 Addressing the first sub question of this study, the needs of career changers in an online 
master’s program, the following findings and analysis will discuss student hesitations of career 
changing, their motivations for career changing, as well as graphing their motivations for career 
change on the Typology of Career Changers graph (Table. 4.10).  
 When asked what hesitations participants had or still have about career changing, the 
most often cited hesitation was related to employment. Concerns around finding desirable 
employment, finding employment during COVID-19, age related to job prospects, finding a job 
that allows them to continue their previous lifestyles, and jobs that allow for these adults to 
continue caring for family and other responsibilities were commonly cited. Other hesitations that 
were mentioned can be categorized as opportunity costs such as cost of attendance, pursuing 
another degree instead of staying in their current field, and a “guilt of not using previous degree”. 
There were also several fears mentioned, specifically, “fear of failure in something new”, “afraid 
I won’t be able to find a comparable/better paying job”, “scared to walk away” and “having to 
start my career again at the bottom”. Rosie, advising subject matter expert for MS/HR, 
corroborates these statements when she said that  
career changers are a little more hesitant to commit to a graduate program. They 
kind of need more of the sell, or the pitch as to why, you know, this program can 
help them with what their goal is. And, they are usually a little more nervous 
because they don’t have that experience or background. 
 
 Several participants tackled the hesitation head-on by saying “I find it intimidating to essentially 
start over a decade into my career” and “career changing involves risk-taking. I feel safer and 
more secure when staying in the familiar area and it makes [it] difficult to do something new”.  
Melissa, MS/LIS subject matter expert for admissions, also states a common concern career 
changers bring to her: 
they’re typically scared to come back to education, and not necessarily that 
they’re scared of the library and information science field. They’re actually really 
excited and very motivated…they’re nervous about re-entering academia and 
taking on a graduate program for various reasons. Some of them may be that 
they’re intimidated by their peers. Sometimes they feel like they’ve been out of 
school too long and they won’t be able to keep up. A lot of them feel like if 
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they're an online student that they won't have anything in common with anybody 
else in their program or in their cohort. Sometimes people feel like they won't 
have a good connection with professors or their cohort, if they're an online student 
as well. Sometimes there are concerns about resources and whether being an 
online versus an on-campus student is going to cut down on resources available to 
them or just if they struggle, you know, who are they going to turn to. And who's 
going to be able to assist them with meeting their educational and then later their 
professional goals. 
 
 When career change students are experiencing such hesitations as noted above by 
students and key informants alike, it can be helpful for staff to listen to and encourage the career 
changers. Melissa comments that reassurance can go a long way in supporting career changers. 
She also notes her hesitation in offering reassurance due to the age gap between her and some of 
the career changers she interacts with. Melissa understands that this could be a barrier, but 
instead, continues to offer support and encouragement to those questioning their decision to 
career change by communicating with students that  
we [staff and faculty] do understand that it’s taxing and sometimes you’re just 
questioning your decisions about why you chose to do this. But that this is okay. 
You don’t have to love your program every single day you’re in it, but you have 
to know that this career path is right for you and this program is going to get you 
to reach your career goals. 
 
At some points during the recruitment process and during their program we must act as 
“cheerleaders in a sense” and verbalize that we have confidence in their abilities, notes Melissa.  
 In addition to student and interviewee noted hesitations about career changing, the 
subject matter experts also highlighted some challenges that that are important considerations for 
career changers to understand as they enter a new field. To begin, the interviewees recognized 
that career change students are adults with other responsibilities in addition to schoolwork. 
Alison, MS/LIS administration subject matter expert, notes that career changer responsibilities 
can include a  
balance of…those responsibilities that happen usually as a young adult, older 
adult that you have in your life. Whether it’s still rearing your children if you have 
them, or balancing other kinds of family or personal obligations, maybe even a 
full-time job that you’re still trying to do while doing this new degree program. 
 
Emily, MS/LIS advising subject matter expert, adds that “a lot of people get a little nervous once 
[the start of the program] becomes more real”. However, in support of career changers pursing 
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this new degree, Alison notes that career changers “bring a perspective that is completely 
different” to their classes and the program in its entirety. In addition to balancing responsibilities, 
career changers also must contend with having a gap in their background on the program subject 
matter at hand. Alison states that “librarianship, like many other disciplines, is acronym centric” 
and becoming familiar with the new lexicon can be challenging and overwhelming. In the 
MS/HR program Rosie echoes this sentiment when she says career changers “[experience] 
challenges in the classroom since the online program is about 67% experienced in HR. Career 
changers have had a difficult time sometimes keeping up with the lingo, or HR verbiage”. 
Regarding the lack of previous experience, Ari, MS/HR administration subject matter expert, 
provides an example: “people who never work in a unionized environment wouldn’t have any 
idea about unions. And so that’s experiences that they are missing…and so [others] may know 
about unions, while [career changers] may not.”  
 These identified challenges can also be seen in the response of career changers when 
asked to describe their internal and external motivations for career change. In alignment with the 
literature reviewed, respondents listed job growth and advancement, increased salary potential, 
job stability, burnout, the desire to work in an interdisciplinary field, as well as “seeking a 
change” as self-motivation or internal factors for career change. Many noted their old careers 
were not fulfilling or out of alignment with their goals, passions, and lifestyles. One respondent 
said, “I always felt that my marketing/communications career just kind of happened and that it 
was never something I deliberately chose to pursue. After reflection, I wanted to move to a 
career path that more closely reflected my love of learning.” An example of a 45-degree career 
changer is reflected in this MS/LIS participant’s response - “my favorite part of being a lawyer 
was doing research and feeling like I was making a difference. Being a librarian was a good way 
to maximize both those things. I also wanted to be closer to academia and to be able to teach.” 
Furthermore, an example of motivations for a 90-degree career changer is noted as “I didn't want 
to fly for the airlines or commercially, I've always known I would retire in my 40's and probably 
want another career.” Emily also adds that “more people were stay-at-home parents, which could 
be a job in itself, who decided they want to go back to school and try their hand at librarianship”. 
These motivations outlined by participants noted their internal/self-motivation to change was 
high. Even the one respondent who noted their internal/self-motivation to career change was low, 
also displayed the same reasons for change citing burnout and finding a new career.  
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One challenge to the literature from this analysis of motivations is looking at Vaitenas 
and Wiener (1977). They note that there was no correlation between career change and helping 
others. Although no responses in this study specifically listed ‘helping others’ it can be inferred 
from responses such as “to work in an environment that is supportive of helping anyone that 
walks through the door find the information they need, not only those who meet very strict 
eligibility requirements” and “wanting to make a difference – fulfill a purpose”. Molly, MS/LIS 
career services subject matter expert, also notes from her experiences that 45-degree career 
changers coming from teaching “love helping young people and they love helping and they like 
being around education, so they want to become a librarian because they feel like it’s adjacent to 
their teaching background.” This result contradicts that of Vaitenas and Wiener (1977) because 
these respondents have already had a career and are looking for the metaphorical bigger and 
better – which, for some, could mean aiding others. 
Participants noted that external/environmental motivations for their career change 
included continuing their education, salary, advancement, geographic location/flexibility, a new 
career over retirement, burnout, being able to “leave work at work”, and leaving the “politics” of 
past professions. Family was mentioned in several ways including “PR consulting was not 
conducive to raising kids and being there for my family because of the travel and long working 
hours” and “I decided to have a family and with my husband's job requiring so much travel I was 
worried my child might never see either of us.” Another factor that was mentioned several times 
was COVID-19. Due to the impacts of COVID-19, some respondents noted this as a motivation 
to career change citing “discomfort with my employer’s approach to COVID-19 accelerated my 
desire to change careers” and “I was able to reflect on my next steps during my voluntary leave 
with [company]. Due to covid, I was provided time to make a decision on a graduate program, 
apply and be accepted.” Clarissa, MS/HR admissions subject matter expert, supports this 
student’s response when she notes “many times their motivations for coming, it’s a conscious 
choice they’ve decided they really want to do. Their passion sometimes coming straight though. 
It’s like the next best step and this kind of seems good”.  
It is noteworthy that of the several respondents who marked ‘Low’ for 
external/environmental motivations for career change, several replied “none” or “n/a” when 
given the opportunity to expand. For others that marked ‘Low’, their responses of 
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external/environmental motivations included increase job prospects, salary/advancement, 
“politics” in education, informational interviews, and desire to leave current role.  
It is also significant to note that some external/environmental motivations for career 
change are similar to those of internal/self-motivations listed above. One reason for this could be 
because some respondents view the impact of a single element in different ways. For example, 
‘stability’ was mentioned in both categories, but some categorized stability in terms of family as 
internal and economic stability as external. Regardless of the specific details of one motivational 
factor being internal or external, they all have an impact when a person takes the steps to change 
their career.  
Brining these motivations into a visual format, the Typology of MS/LIS and MS/HR 
Career Changers Graph (Figure 4.1) from Thomas et al. (1980) displays the comparison of 
reasons for career change based on internal/self and external/environmental pressures to career 
change. In the survey, each participant was asked to select ‘High’ or ‘Low’ regarding ‘To what 
degree did the motivations listed above impact your decision to career change?’. The 
overwhelming majority, 70% of respondents (n=29), selected high pressure from self and 
environment to change placing them in the “Bow-out” category. Next, 26% of respondents 
(n=11), self-selected into the “Opt-out” category – meaning they had high pressure from self and 
low pressure from the environment to change. Lastly, just 2% (n=1) placed into the “Force-out” 
category with high external and low internal pressures for career change.  
 
Figure 4.1 




 Let it be recorded that no respondents fell into the “Drift-out” category; meaning, no one 
selected low for both self and environmental factors impacting career change. It can be inferred 
that if someone did select this category, they might not be committed to a career change due to 
such low factors of motivation.  
Current Student Affairs Services and Usage 
Sub-Question #3: What retention strategies are offered by Student Affairs personnel for adult 
learners in online Library and Information Science professional master's programs?  
 The following analysis looks at the usage of Student Affairs services in both programs. 
These data answer the third sub-question regarding what Student Affairs services and programs 
are offered and goes further to analyze the usage patterns and most valuable services and 
programs for this group. For easy identification, the services have been divided by program. 
Table 4.7 and Table 4.8 list all Student Affairs services and programs as identified in the survey. 
The second column of each table identifies the total number of times a service or program was 
selected that it has been used, or the frequency. The third column lists the number of times each 
service or program was selected as the “one item in this category in which you feel aids most in 
your continued enrollment”. The dark green shading indicates the most selected option, while the 


















MS/LIS Student Affairs Services Listed in Order of Frequency Used 
MS/LIS Admissions/Recruitment 
Service/Program Frequency  Most Important 
iSchool ‘Degree & Program’ Webpage 28 5 
Emailing Specific Questions 22 11 
iSchool ‘Visit’ Webpage 20 1 
Admitted Student Info Session 19 2 
Prospective Student Info Session 19 3 
Prospective Student One-on-One Meeting 8 1 
Calling with Specific Questions 7 3 
Connecting with iSchool Ambassadors 2 1 
Other 2 1 
I did not attend any of these options 0 0 
I was unaware of any of these options 0 0 
MS/LIS Career Services 
Emailing Specific Questions 12 8 
Career Opportunities Newsletter 11 1 
Advising Appointment – General Career 
Services 
10 1 
Career Fairs 10 1 
Career Services Wiki pages 9 3 
Career Services Recorded content (videos, 
workshops, etc.) 
8 0 
iSchool Mentor Match Program 7 3 
Advising Appointment - Practicum 5 2 
Virtual Networking 101 Series (to be held in 
January 2021) 
4 1 
Alumni Panels 3 2 
Advising Appointment – Resume & Cover 
Letter 
3 1 
I did not attend any of these options 2 2 
Career Fair Prep Workshops 1 0 
Summer Workshop Series 1 0 
Other 1 1 
Advising Appointment – CPT/OPT 0 0 
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Table 4.7 (cont.) 
MS/LIS Student Affairs Services Listed in Order of Frequency Used 
MS/LIS Career Services (cont.) 
Service/Program Frequency  Most Important 
Job Search Support Group 
(partnership with the graduate 
college) 
0 0 
Student Showcase 0 0 
I was unaware of any of these 
options 
0 0 
Did Not Answer - 3 




Emailing Specific Questions 21 3 
General Academic Advising 
Appointment 
16 6 
Weekly Newsletter 15 0 
IgNIGHTS 10 4 
Advising Recorded Events 





Thesis, Independent Study, 
Practicum Workshop 
7 0 
Wiki Advising pages 7 0 




Informal Goal Setting on Padlet 3 0 
Courses & Coffee with [Advisor] 
& [Advisor] 
3 0 
MS/LIS Student Course Info 
Share 
2 0 
Other 0 0 
I did not attend any of these 
options 
0 0 
I was unaware of any of these 
options 
0 0 






MS/HR Student Affairs Services Listed in Order of Frequency Used 
MS/HR Admissions/Recruitment 
Service/Program Frequency Most Important 
Emailing Specific Questions 8 5 
Connected with Current Student/Alum of the 
Program 
5 2 
Calling with Specific Questions 5 1 
Program Website 5 1 
I was unaware of any of these options 1 1 
I did not attend any of these options 1 0 
MS/HR Career Services 
One-on-One Career Services Advising 
Appointment 
5 4 
I did not attend any of these options 5 3 
Alumni Panels – Live 3 1 
Alumni Panels – Recordings 2 0 
Lunch with a CHRO 2 1 
Group Workshops (Drop-ins) 1 0 
Other 0 1 
Plan to Attend Alumni Networking Trips/Meet-
Ups 
0 0 
I was unaware of any of these options 0 0 
MS/HR Academic Advising 
Emailing Specific Questions 6 6 
New Student Orientation  5 1 
I did not attend any of these options 1 1 
Academic Advising Appointment 1 1 
I was unaware of any of these options 1 1 
Calling with Specific Questions  1 0 
 
Looking at the Admissions and Recruitment services, the single most frequently used 
program by the MS/LIS and MS/HR programs were ‘iSchool ‘Degree & Program’ Website’ and 
‘Emailing Specific Questions’, respectively. The second most frequently selected services were 
‘Emailing Specific Questions’ for MS/LIS and a three-way tie in MS/HR with ‘Connecting with 
Currents Students/Alumni’, ‘Calling with Specific Questions’, and ‘Program Website’. For both 
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programs in Admissions and Recruiting Services, the top two most frequently selected services 
were also the two top ranked services seen as most important for the participants’ continued 
enrollment.  
There was variance when looking at the results of Career Services from the two 
programs. For MS/LIS, ‘Emailing Specific Questions’ and then ‘Career Opportunities 
Newsletter’ were rated as the most frequently used. However, in the MS/HR program ‘One-on-
One Career Services Advising Appointment’ and ‘I did not attend any of these options’ were tied 
for first, with ‘Alumni Panels-Live’ following. When examining the five respondents who did 
not attend any career services, none were in their first semester. In fact, they ranged from 1-8 
hours through 33+ hours. Upon further analysis, these five respondents were all categorized as 
“Bow-Outs” on the Career Changer Typology, they were all ‘Very Satisfied’ with their career 
change, and they made up all respondents that scored below average on the number of Student 
Affairs services used (analyses in next section). Regarding the ‘one most important career 
services program’, the most frequent was also the most important in both the MS/LIS and 
MS/HR programs with ‘Emailing Specific Questions’ and ‘One-on-One Career Services 
Advising Appointment’, respectively. However, for MS/LIS even though ‘Career Opportunities 
Newsletter’ was selected as second most frequent, ‘Career Services Wiki pages’ and ‘iSchool 
Mentor Match Program’ both tied for second most important, leaving ‘Career Opportunities 
Newsletter’ as number seven on the list. It is also important to note that two students responded 
that they ‘Did not attend any of these options”. Both respondents ranked in the ‘high’ category of 
Self-Regulation, classified as “Bow-outs” on the Career Changer Typology, and scored below 
average for the number of career services used.  
Unlike the responses for Career Services, Academic Advising responses from both 
programs readily aligned. ‘New Student Orientation’ and ‘Emailing Specific Questions’ were in 
the top two in both frequency and most helpful.   
Throughout both programs, of the two unique times ‘I was unaware of any of these 
options’ was selected, just one of those respondents had not yet began their program. Speaking to 
the only four total responses of this nature, it can be concluded that both programs are 
advertising and displaying their services in satisfactory ways. 
 By combining all of the most and second most frequently selected programs (websites, 
emailing/calling with specific questions, career newsletters, orientations, connecting with current 
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students/alumni, one-on-one advising appointments), it can be generalized that online career 
change students prefer opportunities to reach Student Affairs professionals in one-on-one 
communications (emails, calls, appointments) where they can obtain direct answers to questions 
and receive personalized guidance. Supplemental to these one-on-one, direct lines of 
communication, passive programming (newsletter and websites) were also frequently selected. It 
can be viewed that passive programming might be where important information is accessed 
when the student has time – maybe between other responsibilities such as work and child/elderly 
care or when Student Affairs personnel are off work. As opposed to interacting with a Student 
Affairs person, these informational resources can be accessed at anytime, anywhere, and when 
convenient for the student.  
 In addition to asking the students the most helpful Student Affairs service to them, it was 
also asked of the key informants and subject matter experts. In terms of most helpful career 
services, students and career services personnel from both programs agreed that alumni panels, 
one-on-one appointments, and mentoring aided in retention the most. Molly notes that the 
importance of career advising appointments is to “help them with their job search because 
they’re often trying to switch their resume or their application materials into something that’s 
going to look good for our field”. Rosie also commented on the importance of alumni panels as 
they are “just the chance to connect and I think just having the opportunity to meet with someone 
in HR is helpful”.  
Student Affairs Services Still Needed 
Sub-Question #4: What strategies or services from Student Affairs personnel are still needed to 
increase the retention of career changers in online Library and Information Science master’s 
programs? 
 This next section of analysis and findings answers sub-question number four regrading 
what Student Affairs services are still needed. Results are from an open-ended survey question, 
“As a career change student, what other events or services do you feel should be offered?” as 
well as interviewee responses. Those in the online MS/HR program identified general needs such 
as job search resources, peer mentors, and online career fairs. Respondents in the MS/LIS 
program also suggested these items, but in more detail. Relating to job search resources, one 
respondent wanted to see a workshop where job titles are explained with details that someone 
new to the field might not know, others wanted more connections to alumni. In this same vein, 
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several students wanted to see an alumni panel with folks who have career changed and have a 
successful career in the new field. Five respondents made mention of more ways to connect with 
peers. One specifically was interested in an event that invited back current students to campus for  
more opportunities to connect with people interested in the same area of LIS as 
you are. I didn’t initially know what career path or type of institution I was 
interested in working at, and it’s only through my coursework that I am figuring 
this out. Having another opportunity to meet and network with my cohort would 
be valuable.  
Other students wanted more practical opportunities such as internships and practicums available 
to them. A challenge noted by both programs, understanding lingo, was addressed.  
A one time, one-hour primer on the acronyms used in LIS!  I found that for me and 
a couple of others who came from outside library science, the learning curve was 
very steep in the core courses because library basics like OPAC and MARC were 
tossed around and it takes a brave soul to type "What's an OPAC?" into the chat 
during your first semester in a class of 45 people.  Seriously, a preview of some of 
the common terms and concepts would be fantastic! … A simple description with a 
promise that we will learn more depth in our courses would be fine! 
 
Bringing home the point of career changers as adult learners who have been in the 
professional field and are nervous or feeling like they are the only one who made this decision to 
return to school to career change, this respondent said  
I would love to see something that would help teach the transition back to a 
student after being a professional. Or something that helps those who are still 
working in their current profession full-time while attending. I think there are 
more of us than realized and it would be nice to have peers who have the same 
experiences. 
 
Understanding this desire, Melissa, with the MS/LIS program, noted that for career 
change students, “connections is the biggest thing. I think that students who are making those 
career changes want to talk to people who are in similar life situations. They don’t want to be the 
odd person out who doesn’t know what they’re talking about.” 
Another area where key informants noted they would like to see additional services was 
regarding increasing programming and targeted services such as “different strategies on resume 
creation” and “how to talk about your previous work as an asset in interviews”. Lastly, there was 
a mention of more clubs or programs for these students. However, with this note was also a 
hesitation about student time, commitment, and programming such as this coming from Student 
Affairs services as opposed to more organic, student-formed opportunities:  
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I would really like to see something like [student affinity groups] happen. 
However, I just don't think, I think with constraints on time if there's ever been a 
good time to try that. And, when we have tried to, it sort of failed because there is 
something about offering too much, I think. And, I think a lot of that has to come 
from the students themselves so I would say if a student wanted an affinity group 
around people who work full-time or people who are caregivers, that while we 
could support it, it would need to come from the students, because then it sort of 
strains our resources and we have tried it several times and it just, it just falls flat. 
 
 From all the comments reviewed in the open-ended questions regarding Student Affairs 
services desired and used and responses from the subject matter experts, this hesitation on 
offering to much or forcing programming from staff versus student initiated is a key finding. 
Even though students and staff want to be able to offer all programs and services to meet 
demands, there comes a time where evaluating current and needed services is a necessity to 
maintain program efficiency. In this study alone, there were 14 Student Affairs services listed as 
offered through the MS/HR program and 38 by the MS/LIS program. With both programs, the 
frequency of use was not spread evenly between all 14 or 38 programs. There were programs 
were over 50% of respondents selected they used and some programs that no one selected as 
using. However, it is important to note that this study only looked at online career changers. 
These programs of lower frequency could be important to other demographics enrolled in the 
programs.  
It is thought-provoking that Student Affairs personnel noted career services programming 
as most helpful – and the demand of services desired by students is highly geared towards career 
services. Additionally, despite offering the most selections in career services in both programs, 
students had the lowest average of career services program frequency compared to academic 
advising and admissions/recruitment (Table 4.9). In both the MS/LIS and MS/HR programs, 
there were more total career services offered (16 and 6, respectively) as compared to academic 
















Total of All Services 
MS/LIS 4.3/person 2.9/person 4.6/person 12/person 
MS/HR 2.3/person 1.3/person 1.4/person 5/person 
 
After asking what services the key informants believed were still needed, a question was 
asked of them about what Student Affairs services they would provide given unlimited resources 
of time, staff, and money. The replies supported the desires as noted by the career changer 
respondents. First and most mentioned were ways of building or facilitation connections. Ari, 
from MS/HR, noted  
something that is missing in our online program is networking, close networking 
after class. You don’t stay together and talk outside of class, you just log out and 
you’re gone. And you don’t create this relationship. So, we try to create this 
networking relationship and maybe we need to think more creatively on how to 
create this networking within cohort, not just with our alums, but within the 
cohort itself.  
From “leveraging technology to create online community” to providing a meet-up for 
current students to meet and network (various locations, not campus based) both 
programs recognized the importance of building community while enrolled in an online 
program. 
 Other ideal services mentioned were creating a virtual recruitment tool that allows 
the student to experience the program from anywhere, a career services mini-course that 
is “a leaping off place that they can go do more on demand”, as well as unlimited funding 
to be able to support an apprenticeship program to “guarantee that every student could 
gain valuable experience and pay them to do it”. 
Self-Regulation Questionnaire and Student Affairs Services 
Sub-Question #2: In what ways does a student’s level of self-regulation impact their use and 
need of Student Affairs services to be successful in an online, professional master’s program? 
Hypothesis: Online MS/LIS students who are changing career fields will need and utilize more 
Student Affairs services based on their amount of self-regulation. Specifically, the more self-
regulated a career change LIS student is, the more they will use and need student services such as 
academic advising, workshops, career services, etc. 
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 This segment discusses the analysis and findings of the second research sub-question as 
well as the hypothesis for this study on retention of career changers in an online master’s 
program in terms of Student Affairs services utilized. Table 4.10 shows the total number of 
students, by program, who scored in the high (315-239), medium (238-214), or low (213-0) 




Self-Regulation Score by Program 
 High Medium Low 
MS/LIS 8 17 3 
MS/HR 6 4 0 
Total 14 21 3 
 
Next, Table 4.11 shows the ratio between the average number of Student Affairs services 
used by program to total number of programs offered for that specific area of Student Affairs. In 
this table (4.15), it shows that of the 38 programs offered by MS/LIS Student Affairs the average 
career changer will use 12, for a usage percentage of 31.5%. For MS/HR, of the 14 total 
programs, an average MS/HR career change student would be expected to use five services, for a 
usage percentage of 35.7%. As there is no historical data for comparison, this finding can be 
used as a benchmark for future studies on the usage of Student Affairs services or programs with 
career changers. It could also be used for comparisons with other online master’s programs or 
degrees with career changers enrolled. 
 
Table 4.11 
Average Number of Program Usage by Student Affairs Service Compared to Total Number of 










Total # of Programs 
MS/LIS 4.4:14 2.9:16 4.7:8 12:38 




 Moving forward, with the averages of Student Affairs services used by program known, 
this study can now look to compare self-regulation scores with number of services used between 
the MS/LIS and MS/HR programs combined. Table 4.12 outlines these comparisons. First, each 
respondent, independent of program, is grouped based on their level of self-regulation as 
determined by the Self-Regulation Questionnaire from the student survey. The first grouping of 
columns to the right (High Group) indicate those that scored a high level of self-regulation 
(n=14). The second group of columns (Medium Group) indicate those that scored a medium 
level of self-regulation (n=21). The final grouping of columns on the far right (Low Group) are 
respondents that scored a low level of self-regulation (n=3). At this point, there are 38 of the 
original 41 respondents represented in this comparison of self-regulation and Student Affairs 
services. When looking at the last column in each grouping, # of Services Used, this column lists 
the total number of Student Affairs services used. Furthermore, these data points are color-coded 
for each individual participant regarding how they compare to the average number of Student 
Affairs services used in their programs. The average number of MS/LIS Student Affairs services 
used is 12 and the average number of MS/HR services used is 5. If a box is shaded red, this 
participant used less than the average number of services; if the box is yellow, this participant 
used equal to the number of average services; if a box is shaded green, this participant used more 







































LIS 28 272 5  LIS P26 238 9  LIS P12 213 22 
HR P2 262 6  HR P4 238 1  LIS P5 211 20 
LIS P22 257 16  LIS P7 236 9  LIS P4 208 13 
LIS P25 256 15  LIS P6 236 12     
HR P5 253 2  LIS P18 233 7     
HR P3 252 9  LIS P10 232 14     
HR P6 251 3  LIS P13 232 6     
LIS P19 249 4  HR P7 230 4     
LIS P17 245 12  HR P1 231 5     
HR P8 244 4  LIS P1 229 15     
LIS P15 243 12  LIS P16 229 11     
HR P9 242 5  LIS P3 229 9     
LIS P2 240 6  LIS P24 228 19     
LIS P23 239 9  LIS P27 228 16     
    LIS P14 227 13     
    LIS P9 227 8     
    LIS P11 221 14     
    HR P10 219 11     
    LIS P20 219 15     
    LIS P21 218 18     
    LIS P8 215 11     
 
In addition to a visual breakdown of results, Table 4.13 compares levels of self-regulation 
by average number of Student Affairs services used. This analysis was used to answer the 
hypothesis of this study. Looking at these results, the SRQ High Group showed 50% of 
respondents used less than the average number of Student Affairs services. It also showed that all 
respondents (n=3) that scored in the SRQ Low Group used more than the average number of 






Comparison of Level of Self-Regulation by Average Number of Student Affairs Services Used  
 % Above Average % at Average % Below Average 
High Group 28% 21% 50% 
Medium Group 42% 9% 47% 
Low Group 100% 0% 0% 
 
This analysis not only rejects the hypothesis, but finds the opposite is true. Respondents 
that scored in the Low Group used more Student Affairs services than those that scored in the 
High Group. It is also important to note that the two respondents with the highest number of 
Student Affairs services used in the MS/LIS program are both in the Low Group. Additionally, 
the MS/HR respondent that used the lowest number of Student Affairs services is in the 19th 
percentile of the Medium Group. In this same trend, the MS/LIS respondent with the least 
number of total Student Affairs services used is in the High Group, with the respondent who 
used the least number of MS/HR programs in the 95th percentile of the Medium Group. 
Continuing, it is noted that the Medium Group has almost even percentages of number of 
students who used more than and less than the average number of services. Because of this, 
further analysis was done. Instead of dividing the respondents by level of self-regulation, the 
field was divided in half, 19 in each category. This division created two new groups, Top Half 
and Bottom Half. This new division can be seen by the orange line in Table 4.12 between 
participant LIS P18 and LIS P10. Those in the High Group as well as above the orange line make 
up the Top Half. Those that are in the Low Group and below the orange line make up the Bottom 
Half. The average number of Student Affairs services used by respondent in the Top Half and 
Bottom has was then analyzed with the results in Table 4.14.    
 
Table 4.14 
Comparison of Average Student Affairs Services Used by Top- and Bottom-Half of Respondents 
by SRQ Score 
 % Above Average % at Average % Below Average 
Top Half of SRQ Scores 21% 21% 58% 




 One notable variance with this analysis is all the Above Average Student Affairs service 
respondents in the Top Half occur in the top 31% of the respondents. There are no Above 
Average respondents in the upper portion of the Medium Group. This is also a significant finding 
in that even though those with lower levels of self-regulation use the most Student Affairs 
services, those in the highest percentile of the High Group also utilize Student Affairs services at 
an above average pace. So, even though the High Group and the Top Half groups don’t support 
this finding, there are variances in the very top that show respondents with the highest levels of 
self-regulation still use many support services to aid with their success in the online master’s 
programs as career changers.  
 A positive aspect that was realized from this rejected hypothesis is that it shows the 
importance of these Student Affairs services for those who have lower levels of self-regulation. 
These services are not just ‘available’, but that they can be used as outreach services. It is also 
important that students are aware of the services available to them. It might also be needed that 
students are frequently reminded of the services and opportunities to connect during their 
enrollment. 
Self-Regulation and Student Affairs Usage by Demographics. The subsequent 
sections are an analysis of self-regulation and Student Affairs services by demographic factors: 
age, race/ethnicity, gender, credit hours, and level of satisfaction. There were no major common 
trends between these demographics, so instead, the following analysis notes important 
observations within each demographic. Graph 4.1, Graph 4.2, and Graph 4.3, identify the make-
up of this study in terms of race/ethnicity, age, and gender, respectively. 
Race/Ethnicity.  The first notable observation is that both participants who identified as 
‘Asian’ used less than the average number of Student Affairs services and were in the Medium 
Group for self-regulation. Of the four respondents who identified as ‘Black or African 
American’, only one (25%) fell into the High Group for self-regulation. Furthermore, 25% (n=1) 
scored into the Low Group of self-regulation. Looking to those that identified as ‘Hispanic or 
Latino’ (n=3), 66% (n=2) used more than an average number of Student Affairs services while 
33% (n=1) of respondents scored in the Low Group of self-regulation.  
Age. The first observation in this demographic is that both respondents between the ages 
of 23-27 were above average in self-regulation and total Student Affairs services used. One 
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speculation for this might be because they are so young and pursuing their masters, they do have 
higher levels of self-regulation which have pushed them to enroll in the first place. 
Out of the 17 respondents aged 33-37, 64% (n=11) used a less than average number of 
Student Affairs services while a different 64% scored in the Middle Group for self-regulation. A 
speculation for this could be of the demand of other responsibilities these students may have 
such as work and personal matters. 
Gender. When analyzed by gender, there were no abnormal findings. For those that 
identified as men (n=4), all three ranges of Student Affairs service usage (above average, 
average, and below average) and all levels of self-regulation (high, medium, and low) were 
represented. 
Credit Hours Completed. Table 4.15 displays the breakdown of how many credit hours 
the 38 respondents had completed at the time of the survey.  
 
Table 4.15 
Number of Credit Hours Completed 
Credit Hour Range Number of Respondents 
0 Hours; this will be my first term 9 
1-8 Hours 7 
9-32 Hours 19 
33+ Hours 3 
  
 There are two interesting findings to note in this analysis based on completed credit 
hours. First, of the nine students who had not yet completed any credit hours, meaning this was 
their first term, two had already used more Student Affairs services than the average respondent. 
However; that usage does not tie to a correlation with self-regulation scores as one is in the 
Medium Group and one is in the High Group. When examining those with 33+ credit hours, this 
group supports the opposite of the hypothesis. Of the three, two are in the High Group of self-
regulation. These same two have used a below average number of Student Affairs services. 
When analyzing the majority group, 8-32 hours, it must be stated that all three (100%) of the 
respondents that scored in the Low Group for self-regulation are in the 8-32 completed credit 
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hour range. Otherwise, in 8-32 completed credit hours, all ranges of the self-regulation scores 
and average Student Affairs services usage are represented.  
Level of Satisfaction with Career Change. In alignment with the reviewed literature, 
most respondents, 89% (n=34) indicated they were ‘very satisfied’ or ‘somewhat satisfied’ with 
their decision to career change at this point in their program. Table 4.16 outlines these findings. 
 
Table 4.16 
Level of Satisfaction with Career Change 
Level of Satisfaction # Number of Respondents 
Very Satisfied 21 
Somewhat Satisfied 13 
Neutral 4 
Somewhat Unsatisfied 0 
Very Unsatisfied 0 
 
 Of the four respondents that indicated they were ‘Neutral’ with their satisfaction level, 
only one had above average levels of self-regulation. In these same four respondents, only one 
used an above average number of Student Affairs services.  
Student Views about Student Affairs Services and Retention 
Primary Research Question: What Student Affairs services influence the retention of adult 
learners, specifically career changers, in online Library and Information Science master’s 
programs? 
 Towards the end of the survey, respondents were asked an open-ended question that 
paralleled the primary research question above, ‘Is there anything else you wish to add about 
Student Affairs services and your retention (continued enrollment) in the program?’. What 
follows are responses that the researcher feels reflects the nature of this study, sums up other 
responses, and directly answers the primary research question. 
Reduced feeling that online students were different from on campus students -
Personal connection to a real person by phone or email when I was deciding to 




I honestly just don't have time to engage with these services but do know they are 
available. Working, going to school, taking care of my family, not a lot of room 
for anything optional. 
        -MS/LIS Respondent 
I love the constant information and resources of alumni that are available. I have 
met with multiple professors, CHROs, and admin for mentorship. 
 -MS/HR Respondent 
Welcome Weekend [orientation] (despite being all virtual) inspired me to get 
excited about the opportunities in my program and helped me make connections 
with my peers. I hope to carry that excitement throughout the program.  
        -MS/LIS Respondent 
These events have helped me orient myself in the LIS space both as a student and 
as an eventual job candidate. Welcome Weekend [orientation] was essential in 
helping me meet my peers and feel connected to the iSchool community, which in 
turn motivates me to continue in my career transition. 
        -MS/LIS Respondent 
Alumni panels have been incredibly helpful in better understanding the 
perspectives that allow for successful careers in this field.  
-MS/HR Respondent 
The orientation was a bit overwhelming but told me about a lot of resources I 
didn't know about. At this point, it's hard to even know what questions to ask. 
Would rather it was in person to actually meet other students, but that's covid. 
Still feeling very isolated and unsure exactly what I'm supposed to be doing. Like 
recorded online content because I'm struggling to make the meeting times work. 
        -MS/LIS Respondent 
I appreciate the support and flexibility of the program, and staff willingness to 
answer questions and listen to panicked moments. Having access to recordings of 
past events has been great, since I often can't attend things in person due to 
work/family obligations. 
        -MS/LIS Respondent 
I feel that [advisor] is very helpful with any questions I have regarding the 
program. She eases my fears and makes things more understandable for me. 
        -MS/HR Respondent 
All the events and services that I have taken advantage of over the time I've been 
a student have all collectively helped me continue my enrollment. I've been able 
to ask questions of my advisors, professors, and other students in order to make 
sure I'm on track and doing okay within my program. 
        -MS/LIS Respondent 
99 
 
Additional Noteworthy Findings 
 In the course of this research, key informants, subject matter experts, and survey 
respondents went beyond the area of description and provided additional details that the 
researcher felt were important to mention in this study of retention for online career change 
students in master’s programs. In this final section of analysis, topics such as internal and 
external connections, the job hunt as experienced by a career changer, as well as Student Affairs 
personnel qualifications and responsibilities will be discussed.  
Connections. The first topic, connections, had many aspects of comments and responses 
from both the students and key informants. In trying to analyze like ideas, the themes of 
connecting have been broken down into three subcategories. The first, Networking, will be an 
analysis of data regarding program alumni in which connections are desired or strengthened. In 
the second subcategory, Community Connections, an analysis of data that deals with internal 
connections between peers, faculty, and staff is provided. Lastly, a third portion of connections, 
Student Groups, will be highlighted. 
Networking. In both interviews and surveys, there were many data points that surrounded 
the alumni. First, both programs held alumni panels for current students – these events were very 
successful by measurement of student feedback, staff feedback, and the immense response from 
alumni to answer the call for participation. A survey respondent highlights the importance of 
alumni panels when they wrote, “alumni panels have been incredibly helpful in better 
understanding the perspectives that allow for successful careers in this field.”  
In times such as COIVD-19, it is important for programs to assist students in networking 
with alumni. As MS/LIS’s Alison pointed out, “typically, connections are made with alumni 
during conferences all over the county. However, as many conferences have gone virtual, 
students are struggling with the act of ‘making connections’ in these virtual formats”. Heather, 
MS/HR career services subject matter expert, understands this barrier when she remarks “saying 
you need to go network with the alum is one thing. But, then actually doing it is a little bit 
different. So, I try to bring a little bit of that barrier down.”  
Community Connections. Community Connections, or peer-to-peer/faculty/staff 
relationships were mentioned by all parties of the study. From analysis, it was discovered that 
key informants believe that community connections help students to build support. It was 
established earlier that generally, career change students feel as if they are the only ones in 
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classes – they want to connect with those that are like them. Melissa hears this first-hand with 
potential career change students, “They ask a lot about how they are going to connect with 
people. They need that community and that support to help them feel like they can do it and they 
can succeed. And that encouragement is invaluable to them.”  
Even after first enrollment, career changers are still craving those peer connections after 
virtual class and with professors outside of class time. There are several ways that both programs 
are trying to meet this high demand need. First, the MS/LIS program hosts Welcome Weekend. 
This required program, before COIVD forced it to go virtual, is an on-campus orientation for all 
new students in the online program that is held the 6th weekend of the term. Here, all new, online 
students attend workshops and sessions, but time after time the feedback from the weekend notes 
the most important part of the weekend for students is the opportunity to meet and engage with 
peers, faculty, and staff face-to-face. Alison, in MS/LIS, echoes this sentiment when she says the 
LIS program will  
continue to incorporate face-to-face, that in-person experience, at least on a 
micro-level. Because there’s research and I think COVID has taught us that in-
person, physical relationships can actually help springboard, can sort of solidify 
online relationships. Which is why, having places around the country where we 
could create spaces for students to meet physically where they are, I think there’s 
value there. 
 
Students of the MS/LIS program also acknowledged the importance of Welcome 
Weekend throughout the survey.  
 
Welcome Weekend (despite being all virtual) inspired me to get excited about the 
opportunities in my program and helped me make connections with my peers. I 
hope to carry that excitement throughout the program. 
 
The welcome weekend enabled me to connect with my fellow students and we 
ended up with an unofficial Facebook group. That group was great at helping us 
network with each other, be each other's cheerleaders and share information. It’s 
the only reason I haven't quit Facebook.  
 
These events have helped me orient myself in the LIS space both as a student and 
as an eventual job candidate. Welcome Weekend was essential in helping me 
meet my peers and feel connected to the iSchool community, which in turn 




The three responses above were just a few of many that praised their Welcome Weekend 
experience. Several asked for yearly meet-ups in a similar format to Welcome Weekend, but that 
this event be open to all online students. In the MS/HR program, they are also working to bring 
their online students to campus to visit. Ari recognizes that this might not help them with their 
classwork, but it would be beneficial to them “just in terms of support and affiliation and getting 
to know their faculty and other students”. 
Student Groups. Several key informants noted there is interest from students about 
participation in student group events. Along with the hesitation noted earlier about offering too 
many events, student groups are a place where students can take initiative and organize their own 
events or clubs. Table 4.17 outlines student responses to a closed-ended question of their 
participation in student group events. Those that have participated do not plan to discontinue 
their involvement. Additionally, 15 of the 39 respondents noted that they plan to participate in 
the future. A concern with this selection is that their intentions may be true, but as adult learners’ 
other responsibilities may get in the way. Of the 15 that selected they plan to participate in the 
future, only six respondents indicated they have not yet started their program. Of the two that 
were unaware they could participate, one indicated they have not yet started the program and one 
has completed 1-8 credit hours. It is exciting to see that those remaining were aware of their 
ability to participate.  
 
Table 4.17 
Student Responses regarding Participation in Student Group Events 
Student Group Event Response Responses 
I have participated in one or more student group events and will continue to 
participate in the future. 
8 
I have participated in the past, but do not participate now. 0 
At no point have I ever participated in any student group events. 12 
I plan to participate in the future. 15 
I was unaware that I could participate in Student Group Events as an online student. 2 
Other 2 
 
The Job Hunt. For the topic of job qualifications, many comments were made from the 
key informants about what career changers are asking and expecting when they enter their career 
change. For instance, Melissa notes that many students specifically ask, “who is going to hire 
me” and therefore ask for “resources to help me find a job afterward”. Echoing this in MS/HR, it 
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is often noted that this concern is real for career changers. One frustration that Clarissa notes is 
that  
for a career changer, who is coming with all this life experience and these 
transferable skills, you have companies that just aren’t willing to, to take a chance 
or to even entertain the thought that [career changers with many years of 
experience] might be a good fit. 
 
In addition to this frustration, both programs note that as career changers enter their 
programs, their expectations of salary increase or may need to be adjusted. Alison, with MS/LIS, 
acknowledges this challenge by stating  
sometimes with career changers an expectation on salary potential…the salaries 
aren’t as competitive say with corporations or other businesses and so it’s sort of 
understanding both how they can get in that field and potentially figure out a way 
to maintain a certain level of income that they might be used to. 
And, if this specific expectation is not attainable, they may tweak their trajectory within the 
program to maintain or gain that desire. This concern is confirmed with a response from a 
student when asked about hesitations of career changing: 
I am concerned about the transition from a career with high earning potential to 
one with less potential. I am hesitant to make a change until I am certain I will be 
able to sufficiently support myself without sacrificing important aspects of my 
lifestyle. 
 
To combat this hesitation or challenge, both programs discussed strategies that are 
important for career changers to utilize while job hunting. Alison notes that her staff work to 
“instill the concept of career services and understanding the profession and understanding how to 
be professionally developing from the day [career changers] begin your degree”. One of the 
easiest ways to get career changers thinking about the job hunt is to encourage them to look at 
job descriptions as early as possible. This way, they can see where they can begin to bolster their 
resume. Additionally, it is important to understand that even when starting right from the start of 
the program, “their job search, and things of that nature, will probably be more involved and 
extensive, and they should start their job search much earlier than some of the other students” 
observes Rosie from MS/HR. Rosie also notes that from her experiences career change students 
do take these challenges and recommendations to heart as “they do seem to listen and are 
proactive in their job search”. 
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 During this analysis, one item that continued to emerge from both programs was this 
process of “telling your story”. This activity was mentioned in some form or fashion from all 
eight key informants. Telling your story is the answer to the question “how do I make myself 
more marketable”. According to Heather, ‘telling your story’ simply means to “communicate 
their previous experiences and how it could relate to their new positions”. This process is where 
generally career services personnel “work with career changers to take all of these assets that 
they have from a previous profession, and you know, help them see how that can be applied in 
this new one and see where those things can be beneficial. And, where the opportunities are that 
the challenges might not be as many”.  Molly comments that career changers “might not value 
their own past skills as much as employers do”. Therefore, being successful in their new 
profession by being able to tell their story is an important aspect of being marketable to 
employers. Molly strongly believes and frequently hears that  
career changers can really tell a compelling story. I think they get the job nine 
times out of 10, but they don’t think they have done much of anything. I think 
they think they’ve wasted their first career, so there’s sort of this, like, confidence 
thing where you’re trying to be, like, ‘You know what? Even though you burned 
out or you decided it wasn’t for you, here’s all the reasons this is still valuable.’ 
And, so, maybe helping them to focus on not thinking their first career as a goof 
or, a mistake, but more like, ‘Hey, this is just scaffolding. This is building, so you 
can be better at the next thing’.  
 
To help career change students understand the concept of telling their story, both Career 
Services personnel noted that they listen to the student tell their story and then ask guiding 
questions that allows the student to discover their story. Heather emphasizes that she is “just the 
translator” in helping students “find the words” for their transferable skills. Corroborating, Molly 
notes that a large portion of her job is to “help them understand they can talk about their past 
skills in a way that sounds appealing to LIS employers”. Overall, career changers enter their 
programs with a worry and hesitation on being hired, but Student Affairs personnel are prepared 
to help them tell their story by shaping their transferable skills into a unique portfolio for their 
new profession.  
Student Affairs Personnel. The focus of this study was on the services provided to the 
online career change students. However, it is also important to shed some light on people who 
make up these Student Affairs offices, without whom, these services would not exist. First and 
foremost, Student Affairs personnel must work together as one unit. As expressed by Melissa, 
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Student Affairs personnel need to have “high emotional intelligence…being able to understand 
the communication style of the person you’re talking to and what they need and kind of read 
between the lines. Because frequently, they’re not going to tell you that they have doubts” about 
entering an online master’s program as a career changer. Alison continues by saying Student 
Affairs personnel “have to work with a wide range of age experiences…staff must be flexible, 
adept, and nuanced when working with these people from diverse backgrounds”. Analysis on the 
traits of the Student Affairs personnel goes beyond the scope of this study, but the researcher 
finds this as an important piece of research that could be done to strengthen the literature on 
Student Affairs services for graduate students.  
These findings demonstrate that although the hypothesis was rejected, there is still reason 
to believe that Student Affairs services support the retention of online career change students 
who enter a masters’ program. Additionally, despite the limited time career changes have 
available to dedicate to their program due to other responsibilities, Student Affairs services such 
as career services, alumni interactions and community connections are sought. These services aid 




CHAPTER 5: CONCLUSION 
Reflection of Journey  
This research study attempted to examine the Student Affairs services used and needed 
by online career change students in a professional master’s program. Starting with the literature 
review, it was clear that more studies and data needed to be discovered to add to the limited 
research on retention of online master’s students and even more specifically, career changers. 
Looking at adult learning theories, such as andragogy, career change students have ample 
knowledge and experience, they are just trying to figure out how to transfer those experiences to 
their new careers in the quickest way possible. Additionally, viewing this balancing act through 
McClusky’s (1963) Theory of Margin, these students are creating surplus energy between their 
current responsibilities (load) by adjusting their commitments (power) to be able to continually 
enroll in an online master’s program until graduation. By using data analysis, key informant 
interviews, and student surveys, the following implications, recommendations, limitations, and 
future research will be outlined.  
The findings discussed as well as the forthcoming implications and recommendations add 
to the existing literature on, not just career changers, but overall literature on online adult learner 
master’s student retention by support of Student Affairs services such as admissions, academic 
advising, and career services. This research uncovered the program usage and needs of online 
adult learners while they are enrolled in an online master’s program. The current literature stops 
short of discussing this need while students are actively enrolled in an online master’s program.  
This research is important because as COVID-19 has forced many programs to remain 
fully online – with the one-year mark approaching tomorrow – the online setting is not going to 
diminish. Being able to have services and programs that are built specifically for online students, 
not just master’s students, will be one key to student success. As COVID-19 restrictions lift, 
there will be changes or ‘returnings’ to how services and programs were conducted pre-
pandemic. It is at the urge of this researcher that online services and programs must be 
intentionally created and evaluated with the online student in mind. It will be a detriment to the 
online students and to the resources used by administrations to continue with or produce online 
services and resources that are ‘leftovers’ or hastily thrown together from an in-person format. If 
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this pandemic has taught students and educators anything, it is that robust resources are needed 
to be able to learn, teach and support effectively and efficiently.   
Implications and Recommendations 
 The implications for this completed study are two-fold – for students as well as Student 
Affairs professionals. For career change students, this research has allowed them to voice what 
Student Affairs services are most helpful to them, what they participate in, and what they would 
still like to see offered. The researcher has seen individual surveys done by individual 
departments that focused on the student body as a whole. This research is unique in that it has a 
specific focus on the needs of these adult learners and career changers. It can also stand to be 
reasoned that all career changers (as defined in this study) are adult learners, but not all adult 
learners are career changers. It is believed that these results and recommendations can also be 
readily applied to adult learners enrolled in online professional master’s programs who are not 
full-time students.  
 Just as the recommendations can go beyond career changers to adult learners, this study 
can go beyond the Student Affairs services for career changers to Student Affairs services for 
adult learners. This study shows that Student Affairs services are known and utilized by career 
change students. It is also important to recognize that a very minimal number of respondents 
were not aware of some of the offerings; no students were unaware of all offerings. This shows 
that Student Affairs personnel and offices are doing well to get the word out about services for 
student success. Now, it comes down to offering a mix of services for career change, adult 
students as well as other students such as those right out of an undergraduate program. Overall, 
the implications for this study on Student Affairs services shows a need for their services and a 
justification for such services as the graduate level.  
Before moving to recommendations, a note of generalizability must be addressed. 
Because results from the individual MS/LIS and MS/HR programs were able to be analyzed 
together, with minimal variance, the researcher believes these findings are generalizable to both 
programs as well as other career changers in online professional master’s programs. This is 
concluded due to that fact that motivations for theses career changers align with the motivations 
discovered in the literature. Additionally, assuming these career changers are all adult learners, 
this research study corroborated the very definition of adult learners – having other 
responsibilities outside of a full-time student. Being adult learners and having the same 
107 
 
motivations has led this researcher to conclude that the recommendations below can be readily 
applied to career change students in any professional master’s degree program. 
As mentioned above, these recommendations are aimed at the success of career change, 
adult learners in an online professional master’s program:  
1. Appointment Availability with Student Affairs Personnel – The services that 
students indicated they used most and found most helpful to their success were 
variants of one-on-one appointments. Action: Institutions should have someone 
available to adult student learners to aid in answering their individual questions in a 
timely fashion. These appointments can be either by phone, virtual, or face-to-face. 
2. Individual, Timely Responses from Student Affairs Personnel - When live 
appointments are not possible due to other responsibilities of the adult learners and 
Student Affairs hours of operation prevent live interaction, individual, timely lines of 
communication are the next best option. Even if they are unable to make live 
appointments, students will still have questions. These questions can then be 
answered through a drop-in phone call or email. These alternative methods are 
especially key for someone in a different time zone or who is only available outside 
the regular hours of operation of the person they are trying to contact. Action: This 
study does not suggest that Student Affairs personnel be monitoring their inboxes and 
phones 24/7, but, instead, keep email and phone as a priority throughout hours of 
operation. Additionally, if staff will be out of office, it is best to have an autoreply in 
place alerting students whom they can contact in their absence and/or to alert students 
of response timelines upon return to the office.  
3. On-Demand Programming/Resources – As a supplement to induvial questions, on-
demand or passive programming and resources were found to be an ideal way to 
distribute information. These resources could be either Recorded or Online. Items that 
would be considered Recorded content include recordings of live events such as 
panels and workshops. Online content are resources such as websites or newsletters.  
Action: On-demand resources should be made available to students at any time of 
day, regardless of hours of operation or student responsibilities.  
4. Orientation - Regardless of modality, an orientation should be a requirement (as it 
was for both programs) for adult learners to enter their new program. With so many 
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questions and hesitations, this is an opportunity for Student Affairs staff to introduce 
themselves, highlight resources, answer student questions, outline the program in its 
entirety, and for students to begin making connections with one another. Action: 
Either institutions or individual programs should host a required orientation program. 
No matter how long or short an orientation program, it can be viewed as an 
introduction to the program, a way to teach students how to be a student again, and to 
make connections with other peers, faculty, and staff.   
5. Community Connections – As mentioned by students and staff alike, students crave 
opportunities to connect within their programs. These community connections (peer-
to-peer/faculty/staff) can be made through orientations, student groups, affinity 
groups, student initiatives, conferences, campus gatherings, etc. Both programs are 
looking to hold such gatherings away from their campus locations – in more areas 
where the students are located.  Action: Offer these services first-hand or provide 
support for students to be able to offer these kinds of virtual and in-person gatherings.  
6. Alumni Involvement – The involvement of alumni is important. This alumni 
involvement does not have to be a monetary donation, but a donation of time. Many 
current students are looking to hear from their peers who successfully completed the 
program as a career changer or as an adult learner. They seek reassurance that, yes, 
there will be struggle, but this will also be rewarded with success. Current students 
are looking for alumni panels and mentorship programs throughout their enrollment 
journey. Being able to make these connections then, may in turn, lead to current 
students becoming active alumni upon their graduation. Action: Begin to work in 
meaningful alumni connections and opportunities for interactions from the start of the 
program through graduation.  
7. Student Affairs Services Program Evaluations – It is important to have a variety of 
services to meet the needs of all students, not just career changers or adult learners. 
However, it is also important to make sure each service, program, workshop, and 
appointment is serving a need of the program’s student population. Action: 
Implement an evaluation of services, at minimum, at least once every time-to-degree. 
This means that if the average time to degree completion is 2 years, an assessment of 
services should happen at least once every two years. For a more regular assessment, 
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it is recommended that an evaluation be completed once a year. This evaluation could 
be as simple as a survey that asks students to select all of the Student Affairs services 
they have used during their time enrolled. Taking it a step further, demographics, 
motivations, and needs could be included in the questions. Going beyond that, 
administration could call for participants for a focus group or individual interviews 
regarding program and service evaluations. However, there should be caution about a 
lengthy, formal, in-depth evaluation happening frequently. This, one, could provide 
minor results that do not justify the resources put towards the evaluation, and, two, 
might receive a low response rate. It is important to not over survey the students if 
meaningful data is meant to be gathered.  
 
A visual representation of these recommendations and implications can be seen in Figure 
5.1. In addition to outlining the recommendations, specific examples are given as well as a brief 

































Figure 5.1 (cont.) 













Figure 5.1 (cont.) 
Program Retention Strategies for Online Adult Learners  
 
 
Limitations and Future Research  
 This study only examines two programs at one point in time – albeit, allowing for the 
creation of a benchmark. When possible, future studies that can follow a cohort of career 
changers throughout their program would be able to provide data on how their needs change, 
reasons for stop-out, withdrawal, or drop out, as well as other meaningful data. Another 
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limitation is that both programs are from the same institution. There is no variance between level 
of institution such as research level, division, or access (public vs. private institution).  
 Keeping these limitations in mind, there is much future research to be done. First, this 
study only covered the surface of alumni involvement as well as Student Affairs personnel 
attributes. In both areas, further research could be done on the impacts these groups have on the 
retention of adult learners. Additionally, for further generalizability, this study could be 
replicated using programs of the same field of study, but from different universities, or from the 
same university, but a greater number of diverse online master’s programs that enroll career 
changers or adult learners. Future studies might also consider results as they are gathered by 
programs that are asynchronous or a mix of synchronous/asynchronous programs as this study 
used synchronous programs. Lastly, a future study could be done that compares motivations and 
Student Affairs service usages for the success of career change students.  
Closure 
 This research study has laced together the literature of adult learners, graduate student 
retention, and motivations of career changers in hopes to provide a backdrop for the results and 
recommendations discovered on this research journey. From understanding the needs of career 
changers, their use of currently offered Student Affairs services, and the desires of services to yet 
be offered, this study has answered the research question aimed at investigating what Student 
Affairs services influence the retention of adult learners, specifically career changers, in online 
Library and Information Science master’s programs. In doing so, although the hypothesis was 
rejected, many contributions were made to the limited field of research on retention of career 
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My name is Katelyn Talbott and I am a doctoral candidate in the Learning, Design, and 
Leadership program with the College of Education here at Illinois.  
 
For my dissertation, I am interested in the retention of career change Library and Information 
Science students (those that choose LIS as a second career) and their time in an online, 
synchronous program. I am reaching out to you today to request your participation in my study. I 
am looking to interview select staff that work with the career changers in your online MS 
program. In addition to working with those in the MS/LIS program, I am also looking to 
corroborate findings by also including career changers in the MS/HR program. It is my hope to 
show that students in both of our programs (MS/HR & MS/LIS) use Student Affairs services 
(advising, career services, workshops, etc.) to aid in their retention and ultimate graduation. 
  
I am sending this note today requesting your participation in this study. Your time commitment 
will be 30-60 minutes in the form of an interview via Zoom this month.  Should you agree to 
participate, I have included a consent form here for your review. Prior to beginning the 
interview, I am happy to answer any questions you may have about this research project or your 
role as participant.  
 
Please respond and let me know if you are interested, and if so, I will respond to schedule the 
interview within the next two weeks. If you have any questions about process or study, please 
ask! Before our interview, I ask that you submit your electronic consent form via email (an email 
response with your acknowledgement is perfect). I will also go over the consent form prior to 
beginning the scheduled interview.  
 





















My name is Katelyn Talbott and I am EdD candidate in the Learning, Design, and Leadership 
program with the College of Education here at Illinois. I am working under the supervision of 
Dr. Mary Kalantzis. My research is seeking to better understand the Student Affairs services 
needed by career change students to aid in your success of your online MS program.  
 
For the purpose of my study, I am defining ‘career changer’ as someone who:  
• has earned a Bachelor of Science, Bachelor of Arts, or Bachelor of Fine Arts;   
• has been in a professional field for at least 5 years since earning a Bachelor of Science; 
and 
• whose 5+ years of experience are coming from a field not closely related to librarianship 
[or human resources]. 
 
I am reaching out to you today as a career changer in your online MS program to participate in 
my study. If you decide to participate, you will be asked to complete a survey. You may also 
choose to participate in a follow-up interview. In both instances, your information will be kept 
private and confidential.  
 
If you have any questions about your eligibility for this survey and your status as a ‘career 
changer’ as it pertains to this study, please do not hesitate to reach out.  
 
The survey is expected to last approximately 30 minutes. And, if interviews are necessary, they 
will last no longer than 30 minutes.  
 
If you are willing to participate, please start the survey [embedded Survey Monkey link] and 
complete no later than February 3rd.   
 
Thank you for your consideration of this request.  
 
Sincerely, 





APPENDIX C: Staff Interview Consent Form 
 
Career Changers and Student Affairs Supporting Services – Staff Consent Form 
 
You are being asked to participate in a voluntary research study. The purpose of this study is to 
explore what student services are used and still needed by career change students in an online 
master’s program. With this knowledge, a better understanding can be obtained to help the 
retention of career change students. Risks related to this research include not wanting your 
personal opinions on student affairs services (although identifiers are kept confidential) offered 
through your program to be shared; but the benefits to participating in this research include 
helping to better understand the needs of career changers and improve their experiences while 
enrolled.  
 
Principal Investigator Name and Title: Dr. Mary Kalantzis, Professor 
Department and Institution: Learning, Design, & Leadership, University of Illinois at Urbana-
Champaign 
Contact Information: (217) 300-6992 kalantzi@illinois.edu  
 
What procedures are involved?  
The study procedure includes a one-time, one-on-one interview.  
 
This research will be performed at your own location via Zoom. You will need to participate one 
time in December. Each interview will last 30-60 minutes. 
 
Will my study-related information be kept confidential? 
Faculty, staff, students, and others with permission or authority to see your study information 
will maintain its confidentiality to the extent permitted and required by laws and university 
policies. The names or personal identifiers of participants will not be published or presented. 
 
Will I be reimbursed for any expenses or paid for my participation in this research? 
You will not be offered payment for being in this study. 
 
Can I withdraw or be removed from the study? 
If you decide to participate, you are free to withdraw your consent and discontinue participation 
at any time. Your participation in this research is voluntary. Your decision whether or not to 
participate, or to withdraw after beginning participation, will not affect your current or future 
dealings with the University of Illinois at Urbana-Champaign.  
 
The researchers also have the right to stop your participation in this study without your consent if 
they believe it is in your best interests or you were to object to any future changes that may be 
made in the study plan. 
 
Will data collected from me be used for any other research? 






Who should I contact if I have questions? 
If you have questions about this project, you may contact Mary Kalantzis at (217) 300-6992 or 
kalantzi@illinois.edu. If you have any questions about your rights as a participant in this study or 
any concerns or complaints, please contact the University of Illinois at Urbana-Champaign 
Office for the Protection of Research Subjects at 217-333-2670 or via email at irb@illinois.edu. 
 
Please print this consent form if you would like to retain a copy for your records. 
 
I have read and understand the above consent form. I certify that I am 18 years old or older. By 
clicking the “I Agree” button to enter the survey, I indicate my willingness to voluntarily take 






APPENDIX D: Student Interview Consent Form 
 
Career Changers and Student Affairs Supporting Services – Student Consent Form 
 
You are being asked to participate in a voluntary research study. The purpose of this study is to 
explore what student services are used and still needed by career change students in an online 
master’s program. With this knowledge, a better understand can be obtained to help the retention 
of career change students. Risks related to this research including not wanting your personal 
opinions on student affairs services (although identifiers are kept confidential) offered through 
your program to be shared; but the benefits to participating in this research include helping to 
better understand the needs of career changers and improve their experiences while enrolled.  
 
Principal Investigator Name and Title: Dr. Mary Kalantzis, Professor 
Department and Institution: Learning, Design, & Leadership, University of Illinois at Urbana-
Champaign 
Contact Information:  (217) 300-6992 kalantzi@illinois.edu  
 
What procedures are involved?  
The study procedure consists of a one-time survey. Additionally, if the researcher needs and if 
the participant consents, there may also be a one-time interview.  
 
This research will be performed at the location of the participant. You will need to participate 
one time in late February 2021 or early March 2021. Each survey will last approximately 20 
minutes. Each interview (if necessary) will last 30 minutes. 
 
Will my study-related information be kept confidential? 
Faculty, staff, students, and others with permission or authority to see your study information 
will maintain its confidentiality to the extent permitted and required by laws and university 
policies. The names or personal identifiers of participants will not be published or presented. 
 
Will I be reimbursed for any expenses or paid for my participation in this research? 
You will not be offered payment for being in this study. 
 
Can I withdraw or be removed from the study? 
If you decide to participate, you are free to withdraw your consent and discontinue participation 
at any time. Your participation in this research is voluntary. Your decision whether or not to 
participate, or to withdraw after beginning participation, will not affect your current or future 
dealings with the University of Illinois at Urbana-Champaign.  
 
The researchers also have the right to stop your participation in this study without your consent if 
they believe it is in your best interests, you were to object to any future changes that may be 
made in the study plan, and/or you are not deemed to fit the requirements of a ‘career changer’. 
 
For this study, a ‘career changer’ is identified as someone who: 
• has earned a Bachelor of Science;  
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• has been in a professional field for at least 5 years since earning a Bachelor of Science; 
• and, with those 5+ years of experience coming from a field not closely related to 
librarianship [or human resources]. 
 
Will data collected from me be used for any other research? 
Your de-identified information could be used for future research without additional informed 
consent. 
 
Who should I contact if I have questions? 
If you have questions about this project, you may contact Mary Kalantzis at (217) 300-6992 or 
kalantzi@illinois.edu. If you have any questions about your rights as a participant in this study or 
any concerns or complaints, please contact the University of Illinois at Urbana-Champaign 
Office for the Protection of Research Subjects at 217-333-2670 or via email at irb@illinois.edu. 
 
Please print this consent form if you would like to retain a copy for your records. 
 
I have read and understand the above consent form. I certify that I am 18 years old or older. By 
selecting “I Agree”, I indicate my willingness to voluntarily take part in this study. 
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APPENDIX E: Staff Interview Q – Admissions 
1. Please describe your current position: 
a. Time in current position 
b. List job responsibilities 
c. How long working with career changers in higher education 
i. In a graduate student role 
 
2. For the purpose of this study, career changers are identified as: 
      1) those that have earned a Bachelor of Science;  
      2) have been in a professional field for at least 5 years since earning a Bachelor of 
Science; & 
       3) with those 5+ years of experience coming from a field not closely related to this 
program (librarianship or HR).  
Could you please tell me about your interactions with career changers in your program? 
 
3. What types of programming and services do career changers ask about? 
 
4. Please describe the types of student events and services that are currently offered to your 
potential online MS students.   
 
5. In an ideal situation, what additional types of supports would you offer to career change 
students in your program? 
 
 




APPENDIX F: Staff Interview Q – Advising 
 
1. Please describe your current position: 
a. Time in current position 
b. List job responsibilities 
c. How long working with career changers in higher education 
i. In a graduate student role 
 
2. For the purpose of this study, career changers are identified as: 
      1) those that have earned a Bachelor of Science;  
      2) have been in a professional field for at least 5 years since earning a Bachelor of 
Science; & 
       3) with those 5+ years of experience coming from a field not closely related to this 
program (librarianship or HR).  
Could you please tell me about your interactions with career changers in your program? 
 
3. Please describe the types of student events and services that are currently offered to your 
online MS students.   
 
4. Which of these programs that you describe above are of most interest to career change 
students? 
 




6. In an ideal situation, what additional types of supports would you offer to career change 
students in your program? 
 
 






APPENDIX G: Staff Interview Q – Career Services 
 
1. Please describe your current position: 
a. Time in current position 
b. List job responsibilities 
c. How long working with career changers in higher education 
i. In a graduate student role 
 
2. For the purpose of this study, career changers are identified as: 
      1) those that have earned a Bachelor of Science;  
      2) have been in a professional field for at least 5 years since earning a Bachelor of 
Science; & 
       3) with those 5+ years of experience coming from a field not closely related to this 
program (librarianship or HR).  
Could you please tell me about your interactions with career changers in your program? 
 
3. Please describe the types of career services that are currently offered to your online MS 
students.   
 
4. Which of these programs that you describe above are of most interest to career change 
students? 
 
5. Which of these programs that you describe above are of least interest to career change 
students? 
 
6. In an ideal situation, what additional types of supports would you offer to career change 
students in your program? 
 
 





APPENDIX H: Staff Interview Q – Administration 
 
1. Please describe your current position: 
a. Time in current position 
b. List job responsibilities 
c. How long working with career changers in higher education 
i. In a graduate student role 
 
2. For the purpose of this study, career changers are identified as: 
      1) those that have earned a Bachelor of Science;  
      2) have been in a professional field for at least 5 years since earning a Bachelor of 
Science; & 
       3) with those 5+ years of experience coming from a field not closely related to this 
program (librarianship or HR).  
Could you please tell me about your interactions with career changers in your program? 
 
3. From your experience, what are some challenges that career changers face when 
transitioning to a new program such as this one? 
 
4. In thinking about the current student affairs services that you offer, what do you believe 
you do well in supporting career changers?  
 
5. In what ways can you improve the supports and services of this program to your career 
change online, master’s students? 
 





APPENDIX I: Student Survey 
[Survey was formatted in Survey Monkey. This is just a listing of the questions.] 
 
Consent Form 




Screening Career Changer Questions 
2. Please provide your Bachelor’s degree field of study 
3. For how many years have you been in a profession outside of your current online master's 
field? 
a. 0-4 years 
b. 5+ years 
4. In what year did you earn your Bachelor's degree? 
Demographic Information 
1. What is your age? 
2. What is your gender? 
3. What is your race or ethnicity? 
4. Please list additional post-graduate education beyond a bachelor’s degree. 
Motivations for Career Change 
1. Briefly, what are your internal motivations for deciding to career change? 
2. Briefly, what are your external motivations for deciding to career change? 
3. To what degree did the motivations listed above impact your decision to career change? 
a. Low 
b. High 
4. What hesitations did you or do you still have about pursuing a career change? 
5. What is your current level of satisfaction with your decision to career change? 
a. Very Satisfied 
b. Somewhat Satisfied 
c. Neutral 
d. Somewhat Unsatisfied 
e. Very Dissatisfied 
Program Association 
1.  In what program are you enrolled? 
a. MS/LIS 
b. MS/HR 
2. How many hours have you completed in your program? 









Student Affairs Services – MS/LIS 
Below is a list of Student Affairs services offered to online students as indicated by staff 
interviews and website analysis. 
 
Please indicate all services/opportunities you have participated in:  
1.  Admissions/Recruitment 
 Prospective Student One-on-One Meeting 
 Prospective Student Info Session 
 Admitted Student Info Session 
 Connecting with iSchool Ambassadors 
 iSchool ‘Visit’ Webpage 
 iSchool ‘Degree & Programs’ Webpage 
 Emailing specific questions 
 I did not attend any of these options 
 I was not aware of these services/events 
 Other (please specify) 
 
2. Of these events/services listed above in Admissions/Recruitment, select the one item in this 
category in which you feel aids most in your continued enrollment. [drop down menu] 
 
3. Career Services 
 Advising Appointment – Resume & Cover Letter Review 
 Advising Appointment – General Career Services 
 Advising Appointment – Practicum 
 Advising Appointment – CPT/OPT 
 Alumni Panels 
 Career Fair Prep Workshops 
 Career Fairs 
 Job Search Support Group 
 Student Showcase 
 iSchool Mentor Match Program  
 Career Services Wiki pages 
 Career Services Recorded content 
 Career Opportunities Newsletter 
 Virtual Networking 101 Series 
 Emailing Specific Questions 
 I did not attend any of these options 
 I was not aware of these services/events 
 Other (please specify) 
 
4. Of these events/services listed above in Career Services, select the one item in this category in 
which you feel aids most in your continued enrollment. [drop down menu] 
 
5. Academic Advising 
 General Academic Advising Appointment 
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 Drop-In Phone Call 
 Emailing Specific Questions 
 Informal Goal Setting on Padlet 
 Wiki Advising pages 
 Advising Recorded Events 
 New Student Orientation/Welcome Weekend 
 Thesis, Independent Study, and Practicum Workshop 
 Course Preview/Registration Refreshers Workshop 
 IgNIGHTS  
 Weekly Newsletter 
 Cohort Connections/Community Connections 
 Courses & Coffee with [Advisor] & [Advisor] 
 MS/LIS Student Course Info Share  
 I did not attend any of these options 
 I was not aware of these services/events 
 Other (please specify) 
 
6. Of these events/services listed above in Academic Advising, select the one item in this 
category in which you feel aids most in your continued enrollment. [drop down menu] 
 
7. Student Group Events 
a. I have participated in one or more Student Group Events and will continue to 
participate in the future 
b. I have participated in the past, but do not participate any more 
c. At no point have I ever participated in any student group events 
d. I plan to participate in the future 
e. I was unaware that I could participate in Student Group Events as an online 
student 
f. Other  
8. Considering all the events/services you have participated in as an enrolled student, please tell 
how you felt they have aided in your continued enrollment.  
 
9. As a career change student, what other events or services do you feel should be offered?  
 
10. Is there anything else you wish to add about Student Affairs services and your retention 
(continued enrollment) in the MS/LIS program? 
 
Student Affairs Services – MS/HR 
Below is a list of Student Affairs services offered to online students as indicated by staff 
interviews and website analysis. 
 
Please indicate all services/opportunities you have participated in:  
1.  Admissions/Recruitment 
 Emailing specific questions 
143 
 
 Calling with specific questions 
 Program website 
 Connected with Current Student/Alum of Program  
 I did not attend any of these options 
 I was not aware of these services/events 
 Other (please specify) 
 
2. Of these events/services listed above in Admissions/Recruitment, select the one item in this 
category in which you feel aids most in your continued enrollment. [drop down menu] 
 
3. Career Services 
 One-on-One Career Services Advising Appointment 
 Group Workshops (Drop-Ins) 
 Alumni Panels – Live 
 Alumni Panels – Recordings 
 Plan to Attend Alumni Networking Trips/Meet-Ups 
 Lunch with a CHRO 
 I did not attend any of these options 
 I was not aware of these services/events 
 Other (please specify) 
 
4. Of these events/services listed above in Career Services, select the one item in this category in 
which you feel aids most in your continued enrollment. [drop down menu] 
 
5. Academic Advising 
 Academic Advising Appointment 
 Drop-In Phone Call 
 Emailing Specific Questions 
 New Student Orientation 
 I did not attend any of these options 
 I was not aware of these services/events 
 Other (please specify) 
 
8. Of these events/services listed above in Academic Advising, select the one item in this 
category in which you feel aids most in your continued enrollment. [drop down menu] 
 
9. Student Group Events 
a. I have participated in one or more Student Group Events and will continue to 
participate in the future 
b. I have participated in the past, but do not participate any more 
c. At no point have I ever participated in any student group events 
d. I plan to participate in the future 
e. I was unaware that I could participate in Student Group Events as an online 
student 
f. Other  
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8. Considering all the events/services you have participated in as an enrolled student, please tell 
how you felt they have aided in your continued enrollment.  
 
9. As a career change student, what other events or services do you feel should be offered?  
 
10. Is there anything else you wish to add about Student Affairs services and your retention 
(continued enrollment) in the MS/HR program? 
 
Self-Regulation Questionnaire (SRQ) 
 
Self-regulation is the ability to develop, implement, and flexibly to maintain planned behavior in 
order to achieve one's goals. The Self-Regulation Questionnaire (SRQ; (Brown, Miller, & 
Lawendowski, 1999) was developed as a first attempt to assess these self-regulatory processes 
through self-report. 
 
Please answer the following questions by selecting the response that best describes how you are. 
There are no right or wrong answers. Work quickly and don't think too long about your answers. 
 





APPENDIX J: Optional Student Interview Questions 
 
Pending the feedback received from the student surveys, additional follow-up interviews may be 
needed. In the instance it is needed, the exact questions will be guided by the gap in data from 
the survey. However, the list of potential questions below may be used to extract additional data.  
 
1. What were your motivations for deciding to change your career? 
2. What steps did you use to decide on this specific career path? 
3. Tell me about your satisfaction regarding the current student affairs services available to 
you.  
4. What do you believe would be the most helpful service or event that Student Affairs 
could offer you? 
5. What type of supportive services that are currently offered are least helpful for your 
success?  
6. Tell me about your personal motivations for attending student affairs events or 
programming.  
7. Is there anything else you would like to add about the helpfulness of student affairs 




APPENDIX K: IRB Documentation 
 
